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Abstract
Recent scholarship on Native American boarding schools has focused on drawing
out the complexities of boarding school history and emphasizing the plurality of
experiences of students. This thesis examines how Native American boarding school
stories have been displayed using two current museum exhibits: “Away from Home:
American Indian Boarding School Stories” at the Heard Museum, and the Phoenix Indian
School Visitors Center, a small gallery in one of the remaining school buildings. For this
analysis I interviewed key players in both current exhibits and did close readings of the
exhibits themselves, in conjunction with archival research about two model schoolhouse
exhibits at world’s fairs. Each of these exhibits, old and new, was engaged with the
anthropology and museum theory of the time. The two current exhibits offer updated
scholarship and multivocal narratives but designed for and aimed at audiences of very
different backgrounds.
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Chapter 1: Introduction
The possibility of decolonizing and indigenizing museums lies in transforming these
sites of colonial harm into sites of healing, and restoring community well-being.
Decolonizing is powerful not only because it ends and mends harm but also because it
opens opportunities.
-Amy Lonetree, Decolonizing Museums p 177

When the Heard Museum in Phoenix, Arizona opened their first exhibit on
boarding schools in 2000, “Remembering Our Indian School Days: The Boarding School
Experience,” it was meant to be a temporary exhibit. It proved to be so popular and
moving that they left it up for eighteen years (Lomawaima and Cantley 2019, 23). In
2020 the museum opened an updated version of the exhibit, augmented with new
research and stories from survivors and alumni. The exhibit fills a gap in the world of
museums that display Indigenous1 history and culture. For many visitors, myself
included, this exhibit provided the first exposure to the stories and traumas of the
boarding school experienced by generations of Native American children. However, this
exhibit was not the beginning of boarding school stories on display to the public. The
Bureau of Indian Affairs (BIA), which oversaw the majority of the Indian education
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I have made the conscious choice to use a variety of terms to identify the Indigenous inhabitants of
North America. None of the terms in common usage are perfect, and Native individuals often identify with
one over another based on political or social preferences. Whenever possible I try to refer to individuals by
their tribal affiliation as they identify it.
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programs, sought to display the intended assimilatory success of the boarding schools at
the world’s fairs of the turn-of-the-century (Trennert 1987, 204).
The boarding school system of the late-nineteenth and early-twentieth centuries
was designed to assimilate Native youth into the wider American society. Boarding
schools were part of a set of policies, along with land allotment, to encourage
individualism, Christianity, and an American ideal in the “savage” Indian. At the time,
Indian agents and the Bureau of Indian Affairs believed that Native people could be
raised up through the ranks of civilization through education and government
intervention (Adams 1995, 23–27; Hoxie 1984, Chapter 6). Through individual land
ownership, single family homes, learning industrial trades, and Christian morality, Native
people could join American civic life. Life for Native youth in boarding schools was hard
living. There was frequently not enough food, health conditions were poor, and abuse,
both physical and sexual, was rampant. Students were forbidden from speaking their
Native languages, given English names, and were forced to cut their hair and forgo
traditional dress, with severe punishment for any transgressions.
The largest boarding schools were the off-reservation residential schools like
Carlisle Indian Industrial School in Pennsylvania, Phoenix Indian School in Arizona, and
Chilocco Indian School in Oklahoma. By setting schools far from reservations, and
therefore the student’s families, administrators believed that they could widen the gap
between students and their traditional ways of life (Adams 1995, 55). The boarding
school system persisted through the mid-twentieth century when the BIA began to pass
control of the schools over to tribal communities. Many schools, such as Santa Fe Indian,
2

now owned and operated by the nineteen New Mexican Pueblos, became schools focused
on the core values of Native communities and have thrived in this new era (Santa Fe
Indian School n.d.).
This thesis takes a historical approach to look at the display and representation of
Indian boarding schools and their students. When boarding schools were gaining traction
in the late-nineteenth and early-twentieth century, the Bureau of Indian Affairs used
world’s fair exhibits to promote how well the program was assimilating Native youth and
to educate the public on these programs. Both the 1893 World’s Columbian Exposition
and the 1904 Louisiana Purchase Exposition had model schoolhouses to show the
perceived successes of the boarding school regime (Trennert 1987, 204–6). These
world’s fairs were one of the most visible venues of American popular culture at the turnof-the-century. They were designed to showcase American industry to the rest of the
world as well as give American attendees a taste of places outside their borders. But
overall, the fairs functioned as nationalist projects to further American interests both at
home and abroad (Rydell, Findling, and Pelle 2000, 15). The fairs brought foreign
contingents from Egypt, the Philippines, Japan, and other “exotic” locations in addition to
different Native groups from the Americas. These groups were used by fair organizers
and anthropologists to make an argument for an evolutionary anthropology that placed
white society at the top of a hierarchy. The “savage” visitors were housed in replica
villages on the midway to create a contrast to the civilization showed in the government
and industry buildings in the main fairgrounds (Yahr 2016; Trafford 2015; Moses 1991).
Despite the fact that many of these Native people were being used to argue a racist
3

anthropology, many performers still managed to exercise agency by resisting elements of
the performance and spectacle (Rinehart 2012).
I focus on the 1893 Chicago Columbian World’s Exposition and the 1904
Louisiana Purchase Exposition because both of these fairs had displays organized by the
BIA that highlighted the Indian education system. Both fairs attempted to build a model
schoolhouse and populate it with students as well as exhibit the manufactures and art
from the students (Trennert 1987). There was tension between school administrators and
government officials as well as between government officials and anthropologists from
the Smithsonian that made the execution of these exhibits more complicated. For the
most part, the model schools did not live up to the BIA’s goals for them, hosting less
students and welcoming less visitors than hoped for (Trennert 1987, 217). However, little
has been written about the Native peoples brought to the fairs through the Bureau of
Indian Affairs for the boarding school displays. In order to study these early
representations, I used archival photos and documents to look at how these exhibits were
planned and executed.
For the modern aspect of this research, I selected two field sites in Phoenix,
Arizona: the Heard Museum’s new exhibit, “Away from Home: American Indian
Boarding School Stories” and the Phoenix Indian School Visitors Center (PISVC), a
small gallery and community space. I conducted interviews with staff on-site and with
people who had been involved in the planning of the two exhibits and made my own
observations and notes while visiting the sites. Additionally, I compiled a list of other
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exhibits dedicated to boarding school stories in the United States as I did my research,
recording any I found mention of and could verify [See
Appendix B for full list].
My research questions begin with the early representations and how the
anthropological and museological theories of the time were employed in creating these
exhibits. How were residential schools and students displayed at world’s fairs? How did
the school exhibits interact with other displays of native culture at the fairs? And then in
comparison to the modern exhibits: Why were these exhibits created/updated? Who made
the decisions about them? Does the final product fulfill expectations from Native
stakeholders? Have these exhibits moved us towards a more decolonized
museum/society? Towards reconciliation? Some of these questions have clear answers
and others I can only make guesses at, such as the larger societal effect these exhibits can
have.
The Heard Museum was founded in 1929 by Dwight and Maie Bartlett Heard as a
small museum in the then small town of Phoenix, Arizona. The museum’s Spanish style
building became the home to an ever-growing collection of Native art focused primarily
on the Southwestern United States. With major expansions in 1967, 1983, and 1999 the
museum has become a state-of-the-art collections facility for Native art, and a destination
for people interested in the subject from around the world (“History of the Heard
Museum” n.d.). Their main permanent collections display, “HOME: Native Peoples in
the Southwest,” showcases their expansive collection of Southwest Native art exhibited
by tribal group and organized geographically, balancing both artistic and anthropological
5

perspectives. Most of their special exhibits feature a specific artists work or a theme or
time period. Recent examples include “Josef Albers in Mexico,” “Of Gods and Mortal
Men: Masterworks by T.C. Cannon from the Nancy and Richard Bloch Collection,” and
“Over the Edge: Fred Harvey at the Grand Canyon and in the Great Southwest.” The
museum, though it has displayed anthropological exhibits, has primarily been an art
institution more interested in the artists and their personal histories than larger cultural
narratives. Their boarding school exhibits have been a departure from that approach in
that they are more historical and narrative than aesthetic and focus on the experiences of
the students rather than any art they produced.
The Phoenix Indian School Visitor’s Center is a small gallery and community
center in one of the original buildings from the Phoenix Indian School (PIS). It was
founded and is run by alumni of PIS and centers the experiences of students above all
else. Their goals are about connecting alumni of the school and memorializing their
specific experiences, which is heightened by situating the Center in an original building.
Additionally, the Center also serves as a meeting and event space for local Native
advocacy groups and educational programming.
In the last ten years there has been an upsurge in scholarship about the Indian
boarding school experience (Mauro 2011; Strathman 2015; Bess 2017; Klotz 2017;
Lentis 2017; Child 2018; Theimer 2018; Two Bears 2019; Williams 2019; Fear-Segal
and Rose 2016; Lomawaima, Brayboy, and McCarty 2018; Lajimodiere 2019). Both
Native and non-Native scholars have written ethnographies and historical accounts of the
schools and approached the subject from more interdisciplinary perspectives and
6

methodologies. In museums, boarding schools have become an aspect of some Native
history exhibits, even just as a few panels or objects in a larger exhibit. Additionally,
there have been repatriation cases surrounding the cemeteries at boarding schools, and
national movements of recognition and healing (The National Native American Boarding
School Healing Coalition n.d.). In Canada, the government even issued a formal apology
for the residential school system there and amended it in 2017 (Harper 2008; Trudeau
2017). Boarding schools are becoming part of the larger conversation about reconciliation
and decolonization, both in and out of museums.
This has become even more evident in the United States in the last year. In
reaction to the high-profile discovery of mass grave sites at several residential schools in
Canada and with the appointment of Deb Haaland (Laguna Pueblo) as the first Native
person in charge of the Department of the Interior, the issue has been brought back into
public conversation and brought new energy and urgency to the topic. Haaland, herself a
descendent of boarding school survivors, has initiated a project at the Department of the
Interior to recognize the intergenerational harm of boarding schools and to document
potential burial sites for future work (Department of the Interior 2021). The Federal
Boarding School Initiative will start with archival research to identify each student who
attended a government run school and their tribal affiliation. The Initiative will consult
directly with tribes to protect sensitive information and for the protection and possible
repatriation of burial sites known and yet to be located (Haaland 2021). This is a massive
undertaking. Boarding school papers are not centrally or comprehensively collected by
the National Archives. Many school’s records now reside with local affiliates of the
7

National Archives, universities, local historical societies, or other federal agencies. And
the work of identifying each individual will take years, as demonstrated by the work of
Barbara Landis to identify and research each Carlisle student, which has taken her over
twenty years and is still updated on a regular basis (Landis 2016).
This identification of students and thereby emphasizing their individual
experiences and family histories has become a major component of boarding school
research over the last few decades. Scholars like Nicole J. Williams have shown the
importance of this work as re-individualizing students who were strategically stripped of
their individual and tribal identities by the boarding school bureaucracy (Williams 2019).
And this archival work was a key component of the work done to update the Heard
Museum’s exhibit, which had relied on archival photographs of students that have often
been anonymized and used to represent the larger history of boarding schools just as the
same images were used to represent the purported success of the boarding school system
during their lives by school administrators and governments (Mauro 2011).
The next chapter is an introduction and background of the federal Indian policies
that led to boarding schools and how the anthropological theory of the time supported this
policy and approach. It explains the development and subsequent indigenization of Indian
education. Chapter 3 is an explanation of my research methods and the theoretical
framework used to develop this project, and current scholarship and theory on boarding
schools, as well as introducing current museum decoloniality theory and scholarship. The
next section is a study of the displays of Indian education at two worlds fairs, the 1892 in
Chicago and the 1904 in St. Louis, and the anthropology and federal policy that
8

influenced the model schoolhouse exhibits. This chapter also discusses some other
exhibits on Indian education and boarding schools since the early 20th century. Chapter 5
is about the two boarding school exhibits at the Heard Museum in Phoenix Arizona and
shows the ways that the updated exhibit succeeds at integrating new scholarship but falls
short of any radical action. Chapter 6 is about the specific history of the Phoenix Indian
School and what became of the site after the school’s closing. It focuses specifically on
the Phoenix Indian School Visitors Center and the highly personalized and politically
engaged way they tell that history to visitors. The final chapter introduces a framework
for the comparison of exhibits about boarding schools today to exhibits discussing the
American slave trade in the 21st century, suggesting that as boarding schools and their
specific cultural traumas become a topic of public conversation, exhibits on the subject
will become more frequent and designed within Native epistemologies and control.

9

Chapter 2: Historical Background
This section introduces the historical background of my thesis work, especially
the interplay of federal Indian policy and academic anthropological theory. The boarding
school phenomenon was an aspect of the solution to the “Indian Question,” as colonial
assimilation policy was called in the late-nineteenth century. Starting in Carlisle, PA with
Brigadier General Richard Henry Pratt’s approach, the militarized vocational school
structure spread and became the model for off- and on-reservation boarding schools
across the country (Trafzer, Keller, and Sisquoc 2006, 13). The school system was
designed to create a laboring class from the Native students, emphasizing trades such as
carpentry, farming, and domestic sciences (Trafzer, Keller, and Sisquoc 2006, 16;
Littlefield 1996). While these schools were colonial tools based on racist anthropology
and policies, that did not mean that every student had a terrible experience. David
Wallace Adams, best known for his early volume on boarding school history, Education
for Extinction (1995), draws together a group of more positive anecdotes in his chapter,
“Beyond Bleakness: The Brighter Side of Indian Boarding Schools, 1870-1940” in
Boarding School Blues: Revisiting American Indian Educational Experiences (Sisquoc,
Keller, and Trafzer 2006). He brings us anecdotes from students about the opportunities
boarding schools offered, the social relationships and connections they developed, and
the fun of extracurricular activities like sports and music (Adams 2006). At the same
10

time, boarding schools have also left a legacy of trauma and cultural loss that is still felt
in Native communities today. The schools attempted to break down tribal culture and
eradicate languages and ceremonial practices, while also doing physical harm to students
through punishment, abuse, and poor infrastructure (Brave Heart and Debruyn 1998). But
ultimately, boarding schools can be a story of Indigenous survival. Language and culture
have endured and flourished and many of the schools themselves were reclaimed in the
late-twentieth century to become places that emphasize Native values and cultures
(Rathbun 2006).

Federal Indian Policy
After the Civil War, the federal government was in a position to reevaluate its
Indian Policy. It had become too expensive to fill the Western territories with soldiers to
keep the Native population subdued. Additionally, the reality of violent frontier
encounters had become unpopular with a public that was tired of civilian casualties from
the Civil War. Indian policy of the late-nineteenth and early-twentieth centuries was
designed to create moral citizens out of the Native population, even though they would
not have full citizenship with voting rights and freedom of religion until 1924 and 1978
respectively.
In the late-nineteenth century, the “Indian Question,” or essentially how can
Indians best be assimilated, was taken up by progressive reformers of all political stripes.
The cause was championed by women’s groups and Evangelical Protestant organizations
11

across the east coast. These organizations and the work of their members brought the
Native American cause into the public consciousness and garnered the public’s
sympathy. Key among them was Helen Hunt Jackson who belonged to the Boston Indian
Citizenship Association, along with Massachusetts senator Henry Dawes, and
Massachusetts governor, John Long. Jackson’s popular novel, Ramona and her nonfiction work, A Century of Dishonor generated public sympathy to the plight of Native
Americans and their history (Adams 1995, 10). This wider interest made Indian policy a
common topic covered in newspapers and popular press.
A central concern connecting all assimilation projects and Indian policy at this
time was land use. Traditional Native lifeways required more land than a sedentary
farming family, and land for farming was in demand as the country expanded west into
what had been Indian Territory. By forcing the introduction of an agricultural way of life
onto Native people through land allotments there would be more land for white settlers
moving west. A main strategy for dispossessing Native people of their land was the
Dawes General Allotment Act of 1887. The act set up individual and familial land
allotments for tribal citizens which would break down communal land ownership and
reinforce private property ownership. These allotments could then be leased or sold off to
white settlers (Adams 1995, 17). Farming was seen as a step to introduce civilization to
the Native communities which would bring them into the larger economy and force
sedentary lifestyles that would abide by white colonial rules (Hoxie 1984, 75).

12

Anthropological Backing
The goals of education and general reform were not pulled from thin air, they
were based in the anthropological theories of the era. The prevailing thinking of the latenineteenth century was a form of cultural evolution introduced and championed by Lewis
Henry Morgan. Morgan’s career started with his work with the Iroquois where he
produced early anthropological work defining kinship. His other major contribution to
anthropology was his book Ancient Society (1907). In it he outlines the “Ethnical
Periods,” or stages of social evolution. He lays out these stages from “Lower Savagery”
through to “Civilization” and the components of each level. The markers of each period
include technological advancements such as the use of fire, the domestication of animals,
and the development of a phonetic alphabet. His markers for a civilized society are in
order: subsistence, government, language, the family unit, religion, house life and
architecture, and private property (L. H. Morgan 1907). Using this scale places most
culture in western Europe and some in the Middle East as civilized and the rest of the
world as savages or barbarians. The theoretical framework was designed to include
societies of the past like ancient Egypt but exclude present day societies in the same
region. It was these levels of classification that were continually used to subjugate not
just Native Americans, but also served as justification for colonialism around the world;
barbarian and savage societies could not be trusted to govern themselves (L. H. Morgan
1907).

13

Morgan himself was involved in the public discourse around the Indian Question.
He wrote a number of articles for the popular magazine The Nation. In one letter he
outlined the success of Mr. Philetus S. Church who had set up a sawmill and other
industries for an Ojibwe community on Lake Superior. Church helped them market items
for the tourist trade and other goods including raspberry jam. Each worker had individual
control over the profits from their work and were able build single family homes. Church
also did not allow alcohol in the community, a rule to which he attributed the success of
his enterprise. Morgan suggested that a similar system be implemented on every
reservation, except for among the Plains peoples for whom he suggests a pastoral system
to align with their already nomadic lifeways (L. H. Morgan 1876).
In a later letter Morgan laid out his proposal for a dedicated cabinet position and
Department of Indian Affairs endowed by Congress. Morgan wanted a dedicated
government agency because he saw it as our societal duty to care for the Native
population: “We are responsible for them before mankind if we do not perform our duty
towards them intelligently, and as it becomes the superior race”(L. H. Morgan, Smith,
and E. D. W. 1878). To Morgan, not only was providing for and protecting the Native
population an economic and political necessity, but it was also an ethical and moral one,
because he believe that Native people could not be trusted to care for themselves.

14

Boarding School History
The boarding school system of the late-nineteenth and early-twentieth centuries
was designed to prepare Native people to be a laboring class in larger American society.
There had been boarding schools and day schools since the earliest days of colonization,
but they were scattered and far from standardized (M. Szasz 2007). Many early schools
were run by missionaries and churches, and Christian education was always a part of the
curriculum even in the government run schools; it was another tool to break down tribal
identity and replace it with a Christian, American one (Rathbun 2006, 156).
The first attempts at organized government-run schooling in the 1860s were onreservation day schools, staffed by white missionaries and schoolteachers. The hope was
that children would carry civilization home with them when they returned to their parents
in the evening. The classes focused mostly on language and reading with additional
lessons on agriculture, carpentry, and sewing for the older students. These were meant to
give students marketable skills so as to be more employable off the reservation. Christian
hymns and Bible stories were incorporated throughout. Day schools received the least
resistance from parents because they could still be involved in the lives of their children,
and they were cheaper for the BIA to operate than boarding schools. However, the day
school model did not achieve the intended goals because of low student attendance and
the mistrust their parents felt towards the schools. In the eyes of the teachers and their
supervisors, the schools failed at assimilating students because they were sent home to
their families every night (Adams 1995, 29).
15

The next option was to create boarding schools on the edges of reservations, often
associated with the local Indian Agency headquarters. This shift seemed to alleviate some
of the issues of a day school seen by the administrators but did not provide enough
separation to truly assimilate the students into American culture. Students could see the
smoke from camps and saw their families when they visited the Indian Agency. There
was no way to destroy the students’ tribal attachments when they were reminded of them
constantly. This prompted reformers and teachers to champion the off-reservation
boarding school; total separation from their families, they surmised, would allow students
to become fully Americanized (Adams 1995, 53).

Captain Pratt and His Bank Accounts
These paternalistic arguments led to Captain Richard Henry Pratt’s decision to
convert the prison he was running for captured Apache warriors into a school in 1865. He
taught them English and Christianity and hired them out as laborers to local businesses in
St. Augustine, Florida. And for each man, he created a separate bank account so that they
could participate in the American capitalist system as individuals (Adams 1995, 41). It
was this experience that led Pratt to found Carlisle Indian Industrial School in Carlisle,
Pennsylvania in 1879. The Carlisle curriculum continued this focus on individual skills
and vocational training, along with the militarism Pratt was accustomed to. Pratt had the
idea to take before and after photographs of students entering his school in their
traditional clothing and long hair and another after their hair had been cut and they were
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fitted with their military style school uniforms, these photos have since become some of
the most recognizable images of boarding schools (Mauro 2011).
Pratt dedicated his life to Indian education; he created the model that was
replicated across the country and in Canada. His focus on vocational training was
intended to form students into participants in the American economy. He felt he had even
solved the problem of students returning home during vacations and losing all their
progress. Pratt would place students with local white families during breaks in order to
continue the assimilation process. These “outing” situations were often exploitive and
resulted in the student working as unpaid labor for the family. In Pratt’s view it showed
the local community successes of Indian education and would garner financial and
political support for the school (Pratt 1964, Chapter 25). Pratt built a national fundraising
network to support the school. Donors would receive monthly newsletters printed by
students, as well as booklets of souvenir images from the school, often the before and
after photos. This allowed donors across the country to feel connected to the school and
created a network of people sympathetic to Pratt’s cause that he could call on to fund
things like band tours or new buildings.
Carlisle was deemed so successful by the BIA that it became the model for all offreservation boarding schools. Pratt got support for his ideas from Indian agents in the
field, who agreed with his feeling that reservation life had a detrimental effect on
children’s education. Over the next decade dozens more off-reservation schools opened
around the country.

17

Nationalization and Expansion
There were three main types of schools operated by the Bureau of Indian
Education. The system was widely standardized under commissioner Thomas Morgan in
the early 1890s. Before this standardization, the system was largely run by local Indian
agencies and independent mission schools and the few large independent or governmentrun boarding schools like Carlisle. His goal was to create a systematic relationship
between day schools, on-reservation boarding schools, and off-reservation boarding
schools (Adams 1995, 61–62).
Morgan envisioned a system where the day schools and on-reservation schools
served as feeders, where the best students would be selected and transferred to the larger
off-reservation boarding schools that were seen as having higher academic standards and
providing more opportunities for students. On-reservation schools were to provide a basic
primary school curriculum of reading and writing and trade training and the offreservation schools were to provide a curriculum modeled on mainstream schools in
white communities. In reality, all these types of schools provided very little in the way of
actual academic education. Instead, they focused on trade education to create
employment opportunities and taught Native youth how to farm their Dawes Act
allotments. Additionally, these schools did not actually graduate many students: “By
1899, after some 3,800 students had attended Carlisle, only 209 had actually graduated”
(Adams 1995, 63). Under Morgan’s governance, attendance at the schools also became
compulsory. Educating children was seen as the surest “path out of savagery.” It was
thought that if they could teach a few children then those would, in turn, civilize their
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families and tribes. In order to make attendance compulsory, Congress authorized the
Indian Agents to withhold rations and annuities from families and parents who refused to
send their children to school (Adams 1995, 63). The separation broke tribal and clan ties,
leaving only the direct family connections. Next was limiting the communication
between parents and students, and even siblings who were often separated into different
dormitories and classes. These educational practices continued well into the middle of the
twentieth century. Boarding school was a traumatic time for many students. Disease was
prevalent, and many children ran away or died. The trauma is not confined to the people
that attended schools, but their families and descendants as well. The campaign of
assimilation created cultural devastation and generations of children with little connection
to their ancestors (Brave Heart et al. 2011).

Curriculum
Native languages were seen as inferior to the European languages spoken by
immigrant groups who were also being assimilated at the same time. Native languages do
not have grammars or orthographies that follow the expected rules of most European
languages. Therefore, Native languages were seen as disorganized and incapable of being
used for political or religious thought; therefore the people who spoke these languages
were not seen as capable of complex thought and had to be taught to think and speak in
English in order to learn anything. Of course, this is not true. Indigenous Americans have
complex societies and political orders and literatures; they just do not follow the rules
that Euro-Americans judged society by. These assumptions about linguistics and thought
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comes from early linguistics and anthropology and often use the evolutionary framework
of Darwin. Aspects of physical anthropology like brain size were then used as physical
evidence for differences in languages (Heller and McElhinny 2017, 63). Physical
differences could not be altered by schooling, but it was assumed that over time these
changes would occur as Native populations became more “civilized.”
In addition to the regulation of language, students were given a religious
education. While there were many religious schools that were organized and run by
missionaries, even “secular” government schools had components of religious education.
Christianity was seen as an important civilizing element: it would instill values of hard
work and goodness that were seen as an essential element of American identity. The
focus was not especially on theology but instead on these value systems. In many ways
the goal was to instill Weber’s Protestant Ethic (1905). The focus on labor and
productivity was not a component of most Native societies. Work was done for survival
and community cohesion. Surplus would be gifted to relations or allies to build strong
relationships rather than re-invested into the business (Littlefield and Knack 1996, 43).
These values of hard labor were enforced through vocational training and work
details. Girls learned to sew pillowcases and made the uniforms for all the students. Boys
learned to farm and at some of the bigger schools, carpentry or to be wheelwrights or
blacksmiths. These lessons took up at least half of the school day and chores were done
in the mornings and evenings, so only a few hours in the morning would be reserved for
actual academic learning (Adams 1995, 105). Even later, after the reforms of Estelle
Reel’s Uniform Course of Study in 1901 and the Meriam Report in 1928, which both
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attempted to standardize and improve the curriculum and operation of the schools, most
of the schools were still weighted towards vocational training over academics.
The vocational training was intended to set students up to be able to get jobs off
the reservation and in white society when they left school. Girls were taught how to do
laundry by hand even though most big schools had state-of-the-art laundry facilities. The
vocational training girls received was more likely to be relevant to their work after they
left school. Many found work as seamstresses or maids, and even as housewives they
would use the skills learned in the schools (Littlefield 1996, 112). While at school, they
practiced these skills by doing the majority of the daily labor of running a large school,
such as mending uniforms and cooking meals (Lomawaima 1994, 84).
For the boys that learned farming, the picture was different. The intention was for
the boys to return to the reservations and their Dawes Act allotments and set up a
homestead there and farm the land. But many of these allotments and family plots were
already leased to white homesteader, because many Native families had no interest in
farming their land and could make more money by leasing or selling it to homesteaders.
Because of this, the skills learned at school were not relevant to the jobs Native boys
could get after school. Many worked in construction or lumber, or moved into the cities
and worked in factories (Littlefield 1996, 107). Littlefield suggests that Native identity
was more compatible with an urbanized wage labor existence than with the sedentary
farming life thrust upon them: “They have joined the working class, but they have not left
all of their heritage behind. In this sense proletaritization may better describe the effects
of the boarding school experience than does assimilation”(Littlefield 1996, 119).
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Boarding School Reforms
Boarding school curriculum went through many stages of reform, often based on
the same criticism every time: that schools were overcrowded and underfunded, and that
assimilation had not yet occurred on a broad scale. Estelle Reel became the
superintendent of Indian Schools in 1898 and set out to visit every school in her charge.
Reel found overcrowded classrooms, disheveled unhealthy students, and a disorganized
staff. In 1901 she published the Uniform Course of Study (UCS) to standardize pedagogy
across all federal schools. The document was a detailed curriculum guide for teaching
Indian students skills that would give them a “profitable occupation.” Reel also proposed
including the teaching of “tribally appropriate” Native crafts as part of domestic
education, once again in the framework of preserving a declining culture through white
intervention and as a tool for economic self-sufficiency for students (Lomawaima and
Lomawaima 1996, 18). The UCS “was a blueprint for total control of Indian people—
mental, physical, and moral—in excruciating detail”(Lomawaima and Lomawaima 1996,
13). It promoted the idea that so-called “lesser races” could be brought into proximity
with whiteness through education, even if Reel did not believe they could ever be equal.
In 1928 the Secretary of the Interior commissioned the Merriam Report. The
report heavily criticized the state of off-reservation schools and was strongly critical of
the Dawes Act, seeing it as a complete failure (Lomawaima 1994, 7). One of Merriam’s
main suggestions was to shift Indian education into public schools alongside the majority
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population rather than keeping it siloed and isolated. The findings of the Merriam Report
also formed much of the basis behind the 1934 Indian Reorganization Act (IRA), often
called the Indian New Deal. In 1933 President Roosevelt appointed John Collier as head
of the BIA to oversee the implementation of the act. The IRA ended the policy of
allotment and returned some land and mineral rights to tribes. The major social goal was
to stop and reverse some of the cultural assimilation and assist tribes in protecting their
traditions. Collier firmly believed in religious freedom for Native Americans and in
abolishing the remnants of Reel’s Uniform Course of Study. He allowed some Native
history and values back into the classroom. Collier was also a major supporter of day
schools that could be closer to communities with smaller class sizes and more specialized
cultural education. He built dozens of these schools using funding through the Works
Progress Administration (Lomawaima 1994, 7–8).
After World War II the focus shifted yet again to enrolling Native kids in
mainstream public schools. This had been a practice since the 1890s, when schools would
get extra funding for each Native student, but the lack of local public school options on
reservations made this unsuccessful (DeJong 1993, 177). Boarding schools still existed,
but they were seen as options for older students and those who lived in more rural
communities (Lomawaima 1994, 8). This shift was aligned with the larger policy of
termination in the 1940s and 50s. Termination was a set of policies and programs
designed to assimilate Native people into mainstream, and specifically urban, society.
This included abolishing some reservations and ending land trusteeships. Termination
was generally unpopular among Native communities who wanted to keep their rights and
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access to government programs that supported Indian Country. Many also saw
termination as a breaking of treaty obligations. While termination was technically
voluntary and needed tribal approval, many tribes were pressured and coerced into giving
up their lands and rights (Senese 1991, 19).
In the 1960s, Native civil rights activism effectively ended termination policies
and ushered in an era of Indian self-determination. Self-determination was seen as a step
towards sovereignty restoration because it led to community control of education and
other programs. Scholars have since argued that self-determination failed to deliver on its
promises because there was little governmental support or funding behind any of the
initiatives, the perennial issue behind most failed Indian policy (Senese 1991, 147). Selfdetermination did lead to more Native people being in decision making positions in the
education structure, and to community led schools like the Rough Rock Demonstration
School. Rough Rock was founded in 1966 and is a BIA funded K-12 school on the
Navajo reservation that is fully community controlled (DeJong 1993, 229). At the same
time other existing boarding schools were taken over by tribal communities and have
become successful and thriving schools. For example, the Santa Fe Indian School,
originally founded in 1890 is now owned in trust by the nineteen Pueblos of New Mexico
and has a curriculum grounded in Native values and histories.
The boarding school system did not achieve its main goal of assimilation; Native
cultures have endured and flourished. Today many schools that were once boarding
schools are now tribally controlled and seen as good educational options for Native
youth. But there are still lasting effects on communities today. Generations of Native
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people left their homes and families, and this has created myriad problems in family
structure and the loss of traditional educational methods. Only in the last few decades has
the balance of power shifted back towards Native parents and families in the control of
their children’s educations (Lomawaima 2000).
This trauma is only now being reckoned with. In recent years, museum exhibits,
conferences, and organizations have brought the experience of boarding school survivors
into the public consciousness. In 2017 Prime Minister Justin Trudeau of Canada issued an
apology to the survivors of Canadian residential schools calling it a “dark and shameful
chapter in our country’s history” (Trudeau 2017). No such official apology has ever been
issued by a United States official; the statement issued by Secretary of the Interior Deb
Haaland in June of 2021 was a recognition of the lasting harm of the boarding school
system and a call for the federal department that oversaw it to reckon with that harm, but
did not make an apology on behalf of the government. Currently organizations in Indian
Country are doing the hard work of bringing these stories to light, groups like the
National Native American Boarding School Healing Coalition. The Coalition hosts
listening sessions and conferences and has been a major force behind the repatriation of
the children from the Carlisle cemetery. They plan continue to work with Interior on the
project to identify each student and possibly repatriate those buried at the sites of former
schools.
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Current Boarding School Theory
In recent years there has been more scholarship from the perspective of boarding
school survivors and their descendants, for example: K. Tsianina Lomawaima’s (1994)
ethnography of alumni of the Chilocco Indian School, where her father went, and Adam
Fortunate Eagle’s account of his own boarding school experience (Fortunate Eagle 2010).
The largest boarding schools have since closed down or have been converted into tribal
colleges, such as Haskell Indian Nations University in Kansas. Many students in the latter
half of the 20th century had more mixed feelings about their boarding school experiences
(Adams 2006). For example, boarding schools created pan-tribal connections and helped
revitalize traditional languages and arts once they were introduced into some curriculums
in the 1930s. Students in the latter half of the 20th century were encouraged to connect
with their native heritage through dance and art while pursuing their American style
educations (Parker 1996). But even these positive improvements to the curriculum did
not outweigh the assimilatory and oppressive experience of attending these schools for
many students (Child 2000).
In the last 35 years, both anthropology and the psychological science have come
to recognize historical trauma as an inherited and on-going effect of colonialism that has
social, physical, and mental health effects on people today (Brave Heart and Debruyn
1998). Researchers have pointed to boarding schools and assimilatory education as a
major factor in this inherited and collective trauma. Boarding schools broke down tribal
ties, and alienated students from their families as well as rupturing traditional ceremonial
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structures (Brave Heart et al. 2011, 287). Activists and counselors are now creating ways
to heal from these histories on individual and community levels and have found success
in integrating both medical and tribal ceremonial practices (Evans-Campbell 2008).
However, Child also warns that the “boarding” school has become the rhetorical
cause of all traumas in Native discourse. She argues that because boarding schools offer a
tangible and inter-tribal example of colonialism, they have become a metaphor and standin for every other aspect of the larger colonial project. Child entreats us to remember that
the history of boarding schools and Native experience is complicated and contradictory.
That focusing on boarding schools as the progenitor of all today’s social ills in Indian
Country blinds us to the many other continuing aspects of colonial control and to the
resilience and success stories that also exist in boarding school histories (Child 2018).

Images from the Schools
While at the schools, students were used as success stories for the governmental
policies that placed them there (Adams 1995, 103). The most prominent of these were the
before and after portraits of students. New students were photographed when they arrived
at the school in their traditional dress, and often quite dirty from weeks on the road. Then
a few months later they were photographed in their uniforms against stark, plain
backgrounds. These photos were used to show how well the school had assimilated its
students; from “savages” to “civilized.” A comprehensive analysis of this is found in
Hayes Peter Mauro’s book The Art of Americanization at Carlisle Indian Industrial
School (Mauro 2011). Mauro uses Foucault and other critical theorists to show how the
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structures of power in boarding schools and in American society are visible in these
photographs and other publications from Carlisle. He pays special attention to how these
images portray the experiences of the students and how those experiences are represented
in the art, which has been mediated through the administration and photographers. His
case studies include Carlisle at the 1893 World’s Columbian Exposition, the Carlisle
football team, and the famous before and after photos Pratt used to show the successes of
his school and curriculum (Mauro 2011).
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Chapter 3: Methodology and Theory
The purpose of this research is to investigate how boarding school stories have
been presented to public audiences, both in museums today and in fairs from the heyday
of Indian boarding schools. The starting research questions centered around how and why
these exhibits were created or updated and what audiences are they for:
•

Why were these exhibits created or updated?

•

Who is the main audience for the exhibit?

•

What narratives are they centering? What is left out?

But, as my research developed, I refined the questions to focus in on the content and
assumptions of the exhibit, specifically for the two contemporary exhibits:
•

What assumptions does it make about the viewer's knowledge base? About
Native people?

•

How does it balance a traumatic history of colonialism with the optimism of
survivance, and the fact that no experience was/is universal?

These more specific questions helped me to engage with current scholarship on boarding
schools and think more critically about the work each exhibit is doing.
I used a mixed method approach to my study of the representation of Native
boarding school stories in museums and expositions. A mixed approach best helped me
gather data from a variety of sources from the late-nineteenth century to the present. My
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research focused on two world’s fairs and two current exhibits. I chose the World’s
Columbian Exposition of 1893 in Chicago, Illinois, and the Louisiana Purchase
Exposition of 1904 in St. Louis, Missouri because both had Bureau of Indian Affairs
(BIA) exhibits explicitly about Indian education policies (Trennert 1987). They each had
model schoolhouses and brought in students from schools around the country to display
the Bureau’s accomplishments (Beck 2019, 128–34; Parezo and Fowler 2007, Chapter 3).
These fairs were ideologically centered around the idea of American expansion and
“Manifest Destiny,” commemorating the arrival of Columbus and the Louisiana Purchase
respectively. Additionally, both of these fairs served to publicize and popularize
anthropology for the masses (Wilcox 2016; Parezo and Fowler 2007, 8). The BIA
officials, who organized these model schoolhouses, wanted to show the successful
marriage of applied anthropological theory and federal policy that had produced the
“civilized” students on display.
To study present-day exhibits on boarding schools I selected two sites in Phoenix,
Arizona as case studies. I chose the Heard Museum’s 2019 exhibit “Away from Home:
American Indian Boarding School Experiences,” the updated version of the previous
exhibit “Remembering Our Indian School Days: The Boarding School Experience,”
which had originally opened in 2000. I was interested in this exhibit because it was where
I was introduced to the history of Indian boarding schools when I first visited in 2007. I
also believe the exhibit marks a departure from the Heard Museum’s usual art and
aesthetic exhibition styles by focusing on a historical story over objects.
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I chose to juxtapose the Heard exhibit with the Phoenix Indian School Visitors
Center (PISVC) which is only two miles north of the Heard Museum on the original
campus of Phoenix Indian School (PIS). PISVC is in one of the three remaining original
PIS buildings and consists of a small gallery and reflection space as well as meeting
rooms, offices, and an industrial kitchen used for workshops and events. The center is
operated in partnership with Native American Connections, a local advocacy
organization invested in community health and development. Surrounding PISVC is
Steele Indian School Park, one of the largest green areas in Phoenix, which has
playgrounds and gardens in addition to informational panels about the history of PIS.

Interview Methodology
The new Heard exhibit opened on February 23rd, 2019, and I attended the opening
day and accompanying symposium. While there, I spoke with the curator of the exhibit,
Janet Cantley, and proposed my research project to her. From there she and I planned for
me to visit again over the summer and conduct interviews with people who had been
involved in the exhibit. I returned to the Heard Museum in August of 2019 to conduct
interviews and to do research in the Heard archives and library. Ms. Cantley gave me
copies of the National Endowment of the Humanities grant applications and reports for
the exhibit update, as well as minutes from the advising committee meetings. The Heard
Museum library also has a large collection of academic and popular texts on Native
American boarding schools and a collection of pamphlets and news clippings from other
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boarding school exhibits and events. This was a very helpful resource for my research
because it had been hard to find evidence of earlier exhibits on the topic and allowed me
to expand my list of other exhibits [See
Appendix B]. This list helped me track what kinds of exhibits were put on in
what kinds of places throughout the 20th century.
While in Phoenix, I conducted informal interviews with Heard Museum staff. I
spoke one-on-one with Janet Cantley about the exhibit. She then helped me set up a
roundtable interview with three other Heard staff at who worked on the exhibit: Betty
Murphy, the Heard’s archivist and librarian, Jewel Clark, Digital Technologies and
Website Manager, and Joseph Kolasinski, Lead Preparator. I later had a conversation
with Sharah Nieto Director of Education. In addition, I had a Skype conversation with K.
Tsianina Lomawaima (Mvskoke/Creek Nation, not enrolled) who was on the advisory
committee for the original exhibit and the redesign and is now a professor at Arizona
State University. I interviewed Patty Talahongva (Hopi) about her involvement in both
the Heard exhibits, and the Phoenix Indian School Visitor Center, and also her sister
Rosalie Talahongva, who now runs the PISVC [See Appendix A for list of interviewees,
their positions, and affiliations].
For each interview I prepared a set of questions and topics I wanted to discuss but
did not treat them as a rigid guide, instead following an unstructured interview format
(Bernard 2011, 156). I let the conversation be informal and flexible to cover what the
participants wanted to tell me about. Because my project was deemed to not require IRB
approval, I did not use formal written consent forms with participants. I spoke over email
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with everyone ahead of time and asked if they would be comfortable with me recording
the conversations, and then verified their verbal consent again before I began recording
during the actual interview. One person did not want to be recorded but was fine with me
taking notes and another person declined to be recorded and asked me not to take detailed
notes during our conversation. Because of their discomfort I have not included what we
talked about in this thesis since there would be no way of effectively concealing their
identity.
I started each conversation with an overview of my background and my research
project, emphasizing why I cared about this topic. I also told people about the
background research I had done about the world’s fairs exhibits, which many of them did
not know much about. After that I opened up with a few broad questions and then
proceeded to take notes and asked follow-up questions during our conversations. After
the interviews I gave participants the option of seeing a transcript of our conversation, but
none of the participants requested one. I followed up each conversation with thank you
emails and an offer to answer any more questions they might have about my project.

Archival Methodology
On two weekends in July and August 2019 I visited the National Archives in
Washington D.C. and their satellite location in College Park, Maryland. I looked at
Bureau of Indian Affairs, Department of the Interior, and Bureau of American
Ethnography records about the Louisiana Purchase Exposition and the World’s
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Columbian Exposition. I looked at both text records, including correspondence, reports,
and budgets, and archival images of both fairs. I also discovered other government
exhibits about Indian education outside of the fairs, as well as booths at several smaller
and regional fairs. I took photos of documents with my phone camera rather than making
scans of them to save time, and because many of the older documents were carbon copies
too fragile for the heavy-duty scanners. For the image collections I looked at I did pay for
high quality scans of a selection of the best images so I would be able to look more
closely later and include them in the completed thesis.
I see my archival work as background research that informs my understanding of
the legacy of boarding schools, particularly how they are seen and understood by the nonNative public. These nineteenth century exhibits show that boarding schools were known
and supported by the wider public. They were not thought of as something shameful or
ignored as the rhetoric of today would imply, not hidden histories or shameful chapters,
but as an important social policy and a charitable endeavor to be lauded. These historical
examples place our modern exhibits within a genealogy of exhibits and theories about
boarding schools, and Indian policy more broadly, and their place in our society. As
James Clifford says: “Genealogical histories confirm and explain a present: how we got
here from somewhere different; what from the past defines us now” (Clifford 2013, 34).
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Exhibit Methodology
For the exhibits I visited, I followed Margaret Lindauer’s “Critical Museum
Visitorship” guide for analyzing museum exhibits. She lays out steps for what to look at
and how to think about the exhibit’s goals and stakeholders and the structures of power
and histories that created both the museum and the exhibits. I benefited from the fact that
Lindauer’s example in her article is also about an exhibit at the Heard Museum. I
augment Lindauer’s framework with the methodology of spatial discourse analysis used
by Smith and Foote in their analysis of the History Colorado Center (S. A. Smith and
Foote 2017). They include their methods for examining museums and “museum
assemblages” encompassing content analysis, analysis of the development of the exhibit,
frame analysis, semiotic analysis, and discourse analysis (Smith and Foote 2017, 134).
Their focus on the physical space of the exhibit and what it imparts to visitors as they
move through the exhibit and its narrative was helpful for my work.
Ultimately much of my exhibit analysis is considered secondary analysis, or
analysis of the text and images presented in the exhibit. In this I have been greatly
influence by the field of discourse analysis in museums and the conversations on
knowledge and power particularly, Henrietta Lidchi’s “The Poetics and Politics of
Exhibiting Other Cultures” and Gilian Rose’s Visual Methodologies (Lidchi 1997; Rose
2007). Both give guidelines for interrogating the structures of power and production of
knowledge behind the creation of ethnographic museum displays.
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Boarding School Theory
Indian boarding schools were fundamentally disciplining institutions. They
controlled students to create a “correct” culture and in many ways resembled the prisons
and clinics illustrated in Foucault’s Discipline and Punish (1995). This framework has
been used by many scholars writing about boarding schools and their effect on the bodies
and minds of students (Casella 2007; Lomawaima 1994; Child 2000). Scholarship has
used oral histories and archival records to focus on the control of the body through
uniforms, grooming requirements, military style drills, and corporal punishment, often
focusing on one gender, since boys and girls were so segregated in the schools (Trennert
1989; Lomawaima 1993; M. C. Szasz 2007; Trennert 1982). Others have focused on the
destruction of tribal identity though both the body and mind. Tribal connection was
broken down through uniforms, but also through changed names, religion, and attempts
to inculcate an American individualism through curriculum and vocational training
(Lomawaima and Lomawaima 1996; Lentis 2017; Margolis 2004). Excavations at the
Phoenix Indian School have been used to look at the material culture of boarding schools
as evidence of the imposed conformity of dress, hygiene, and body, and the spaces where
students resisted (Casella 2007, 127–33; O. Lindauer 2009).
A focus of boarding school studies has been directed towards re-individualizing
and re-tribally-affiliating students and their experiences within the boarding school
system (Child 2000; Davis 2001). Often this is done by documenting the ways in which
students asserted their own identities and agency and pushed back against the institution
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of boarding schools and their disciplinary regime. Studies have looked at student writings
in school newspapers, arts curriculums, and sports, as well as the ways students tried to
maintain cultural practices from their homes through replicating ceremonies and material
culture (O. Lindauer 2009; Lomawaima 1994; Bloom 1996; Lentis 2017; Child 1996;
Enoch 2002; Klotz 2017; Bess 2017; Fields 2008).
Re-identifying students has been especially important for the iconic before and
after photographs of the boarding school era. These photos were first taken and used to
display the assimilatory successes through visual contrasts. These photos were often
printed next to each other, starting with a photo of the student when they first arrived at
school still wearing their traditional clothing and then the photo of them dressed in their
uniform, usually posed against a classic Victorian style backdrop. The photographers and
printers often enhanced the contrast between the images by manipulating the lighting and
framing to re-enforce this narrative of progress (Mauro 2011).
The before and after photos were used along with other images of students at
school to garner support from financial donors. Newsletters printed and written by
students were a popular tool sent to wealthy donors to keep them updated on the school
and the student’s progress, such as “The Indian Helper” at Carlisle or “Talks and
Thoughts” at Hampton (Fear-Segal 2006; Winkler 1998; Williams 2019). These
publications were often produced by students but under close surveillance from
administrators, so while they are examples of students’ voices, they are heavily mediated
by administrative expectations. Financial support often came from wealthy women in
urban centers or women’s relief societies that were interested in the “Indian Question” so
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published materials conformed to what would interest these audiences (Pratt 1964, 312,
322, 331).
In this use these images were almost always anonymized and presented as proof
of a larger story about boarding schools rather than as a photo of an individual. Williams
(2019) argues that a vital priority of scholars studying boarding schools today should be
to identify the individual students in the photos we continually reproduce, because we too
are using these images to make larger arguments rather than illustrate individual stories.
She takes on this project through a souvenir booklet published by Phoenix Indian School
in 1904. She uses a mix of archival sources, oral histories, and other printed material
from the school to name as many of the students she can. Where she can, she also writes
biographical sketches of the student’s lives after school and their families. Williams calls
out other scholars who she feels have uncritically reproduced these photos in other works
without doing the work to name and identify students: “In each case, though, the girls are
not identified. Their anonymity is continually reinscribed, perpetuating a symbolic
violence –the erasure of identity—at the heart of the Indian school’s system of
assimilation” (Williams 2019, 94).
Similar work to identify and connect students to possible descendants has been a
major part of the scholarship of Barbara Landis in her work at the Cumberland County
Historical Society. When she started in 1995, Landis would often receive inquiries from
Native people asking for information about their family who had attended Carlisle.
Landis, a non-Native, was surprised by how many Native students had passed through
her small town yet remained invisible in mainstream American history (Landis 2016, 88).
38

Landis began to build a website and network of correspondence with descendants to help
them find information within the Cumberland County archives, which holds one of the
largest collections of Carlisle papers. In 1995 Landis combined her work with
anthropologist Genevieve Bell, who had been doing a similar project using the National
Archives records. As of 2016 their combined list hosted at www.carlisleindianschool.org
listed 10,595 students from over 500 Tribal nations. Student names are not publicly
viewable out of respect for their families and individual histories, but are available to
descendants and researchers (Landis 2016, 90).
This project is carried on by the Carlisle Indian School Digital Resource Center at
Dickenson College in Carlisle, PA, which has been working to digitize archival holdings
from the National Archives, Cumberland County, and others which relate to Carlisle
(“Mission” n.d.). This has been a vital resource in identifying and repatriating the
students who died and were buried at Carlisle, since the cemetery was moved and many
gravestones ended up marking the wrong sites (“Cemetery Information Research
Methodology” n.d.). It has taken decades of painstaking archival research to assemble
these lists, and the impetus has always been to aid descendants and respect students.
This work of re-individualization is a key part of healing and potential
decolonizing work in boarding school studies. It makes a framework for descendants to
find their families and connect to those stories or to connect family stories to faces, dates,
and places. It is to be the center of the Federal Boarding School Initiative proposed by
Secretary of the Interior Deb Haaland, herself a descendant of boarding school survivors.
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Academic work should also prioritize this lest we reproduce the very homogenizing
structures of power we aim to critique in our own work.

Museum Theory
The modern museum we know today is a product of the imperial and colonial
expansion that has come before. The earliest western style museums were royal cabinets
of curiosity that were assemblages of curios collected in the colonies and on military
campaigns. And as museums grew from these beginnings, larger national museums
continued to be products of the colonial projects of their nations. In the United States,
many anthropology museums grew out of the earliest world’s fairs (Hinsley and Wilcox
2016).
Anthropologists were influential in the most basic parts of the collection process.
Museum collections are built on the objects collected by researchers in the field, and
crucially, what they asked others to collect for them. This is especially true of natural
history collections that include Native American ancestors. During the Indian Wars of
western expansion, anthropologists requested military leaders to bring them trophies from
the battlefield, skulls, scalps, and weapons (Colwell 2017). Anthropologists and other
scientists wanted Native bodies in order to prove theories of divergent evolution and
racial hierarchies by measuring every physical detail. Many of these looted objects and
ancestors are still in collections today. Even when collections did not include ancestors,

40

the collection practices were still often exploiting Native communities (Kidwell 1999;
Herold 2010).
As anthropological thinking informed museums and collections, the exhibits
followed the common theories of the time. Like exhibits in world’s fairs, those in
museums from the same time, reflected the cultural evolution from primitive savages to
civilized society (Ames 1992, 51). Under the influence of anthropologists like Franz
Boas, exhibit halls introduced life groups, for both animals in natural history museums
and the cultures those museums also exhibited. These life groups portrayed static and
timeless family groups engaged in traditional activities like hunting or weaving. Rick
Hill, in his essay “The Museum Indian Frozen in Time”(2000) comments on the
incongruity of these Indigenous life groups often being only a few rooms away from
family groups of taxidermized animals or dinosaurs. The comparison is inevitable, and
makes these Native people seem extinct or animalistic. Only since the 1970s has this sort
of display come under critique, after almost 100 years of enduring in our most prominent
museums (Hill 2000).

Critical Museology
As the humanities and social sciences more generally turned towards reflexive
methods and critical theory, so did museum studies. Changes in museum studies reflected
the expansion and creations of fields such as Black studies, American studies, and media
studies, which take interdisciplinary approaches and a reflexive approach to
understanding their work and subject matter. For museum studies this meant introducing
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new methodological approaches to the study of museums, expanding beyond how to “do”
museums; beyond the practical and logistical, and focusing on the role museums can play
in society (Macdonald 2011, 5–6). This had always been a part of the discipline but this
new museuolgoical framework centered the social and political aspects of museums.
Anthony Shelton defined “critical museology” in his 2013 manifesto as a set of
epistemological and methodological assertions. He starts with the epistemological
statement that a museum’s authority on truth and the significance of objects is
constructed through social processes that cannot be separated from the institution of
museums. His methodological points emphasize the importance of critical museology as
an ongoing critique, and interrogating our own assumptions and practices within the field,
the importance of diverse collaboration for ongoing projects of democratization and
decolonization, and an understanding of museums that goes beyond the “forum or
temple.” Museums are connected to society and connected to each other through
networks beyond geography and genre and can no longer be defined by collections and
galleries (Shelton 2013).
This included a recognition that museums are socially constructed and socially
determined and cannot be politically neutral. As such, conversations about whose stories
museums were collecting and showing became central in new scholarship in museum
studies, including conceptualizing how to move beyond our historical notions of what a
museum can be and who it is for (Macdonald 2011, 7; Karp and Lavine 1991; Karp,
Mullen Kreamer, and Levine 2013). Foucault has become central to how cultural and
critical theory has been integrated into museum spaces, as his work directly interrogates
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displays of power and the relationships between power and truth (Mason 2011, 23;
Hooper-Greenhill 2000; 2003). Tony Bennet’s “Exhibitionary Complex” applies
Foucauldian ideas of discipline and power to the history of museums as public and
political spaces, showing how museums can reinforce hegemonic notions of power and
history (Bennett 2004). Eilean Hooper-Greenhill does similar work with her use of
Foucault to look at the interpretation of visual culture and how museums signify value
and create canons of art and history (Hooper-Greenhill 2000). I find her analogy of maps
and museums to be particularly interesting:
The modernist museum shares many of the cultural and epistemological functions of
maps. It unifies and rationalizes, pictures and presents relationships. The modernist
museum depicts ‘reality’ and shows ‘the way things are’ in an apparently neutral way
(Hooper-Greenhill 2000, 17).
Smith and Foote’s approach to exhibition analysis presented in their article
“Museum/Space/Discourse: Analyzing Discourse in Three Dimensions in Denver’s
History Colorado Center” has been highly useful to my thinking. They use a type of
discourse analysis mixed with museum geography to analyze the exhibits at History
Colorado. They define museum geography as a focus on the “role of space itself within
museum presentations”(S. A. Smith and Foote 2017, 132). Their goal is to explore the
“frames of knowledge and power institutionalized in museums, and how they have
developed and are sustained across a variety of spatial and temporal scales” (S. A. Smith
and Foote 2017, 132). They lay out their themes of analysis in Table 1 of their article,
which draws from Phillips, Woodham, and Hooper-Greenhill (2015) reproduced below. I
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have found sections 2 and 4 to be most relevant to what I want to investigate in the
project.
This theoretical framework has pushed museums to be more inclusive and created
opportunities for museums to be social institutions engaged in public politics. The field
has also developed an “on-going critique and radical reassessment of museums” and their
place as social and political institutions (Kreps 2020, 12). This has required museums to
become more accessible and inclusive, particularly for groups that have been traditionally

Figure 3.1: Table 1 reproduced from Smith and Foote 2017, 133
marginalized and ignored by museums, and to acknowledge that museums serve as
authorities on history and science in our society, and therefore they should be conscious
of that role and the power it holds (Kreps 2020, 12). Museum professionals have
incorporated this theoretical understanding of museums back into the daily practice of
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doing museum work, allowing “the implications of theory and criticism … [to redefine]
museum operations,” what Shelton calls “operational museology” (Kreps 2020, 8;
Shelton 2013). This social practice of doing museum work aims to de-reify concepts of
“best practice” and diversify the way museums are run and thought about in more
inclusive and radical ways (Kreps 2020, 9).
Decolonization
In this new museological framework, museum professionals have worked to
include Native perspectives in exhibits of all kinds: art, history, culture, and science.
Additionally, this has been true of other minority groups who have lobbied to have their
stories included in today’s museums. This has come about because of persistent activism
on the part of Native people, who advocated for new legislation to create the National
Museum of the American Indian (NMAI) in 1989 and the Native American Graves
Protection and Reparation Act (NAGPRA) in 1990. Despite these advances, there are still
problematic and dangerous portrayals of Indigenous peoples in museums both in the U.S.
and abroad. Repatriation is only one step in a process of reconciliation and recognition of
museums’ role in the continuing settler colonial America.
My research looks at how the display of boarding school stories has changed with
an eye towards decolonization and reconciliation. Amy Lonetree’s Decolonizing
Museums: Representing Native America in National and Tribal Museums provides a
useful framework for thinking about the exhibition of Native American artifacts and
stories (Lonetree 2012). She emphasizes the importance of continuing decolonization in
the museum world and that it is hard work:
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Privileging Indigenous voices and perspective, challenging stereotypes that have
dominated museum representations of the past and serving as sites of ‘knowledge
making and remembering’ of our own communities and the general public are only
the beginning of a decolonizing museum practice. As the museum world explores
further what a decolonizing museum practice involves, I believe it is critical for
museum to speak the hard truths of colonization and to honor Indigenous ways of
understanding history (Lonetree 2012, 171).
Collaboration, repatriation, and removing offensive depictions are just the beginning acts
of museum decolonization. For Lonetree, decolonizing goes beyond centering Indigenous
voices and “we are still here” narratives. It must be a fundamental critique of and rethinking of museums as institutions, as more than story-telling and object-holding.
Shelton identifies the same need within critical museology, that we should understand
museums beyond galleries and forums in order to realize the potential of museums as
democratizing and decolonizing forces. Importantly, Shelton specifies that this
decolonization is an ongoing and continuing process rather than a goal that can ever be
reached (Shelton 2013, 14, 20).

Limitations
I limited my research to a United States context rather than a broader global or
North American context so I could study the exhibits within the framework of federal
Indian policy. Additionally, I did not conduct audience surveys or evaluations and
therefore limited my study to analysis of the process and the exhibits themselves rather
than how audiences reacted to them. There are always ethical issues when studying the
experiences of Native students in a colonial institution. People’s memories are often
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emotional and painful to recount. Even for alumni with more positive experiences, it is
still asking about their childhoods and personal memories which can be intrusive.
However, my work is studying those experiences at one remove. I look at how
students’ experiences of boarding schools have been represented, not the experiences
themselves. As such, my work is not directly treading into more complicated questions,
but many of the same concerns persist. Alumni and survivors of boarding schools often
have emotional reactions to the depiction of this history, as can people not directly
connected to this history. Additionally, the two women I interviewed about the PISVC
are both alumnae of the school and now involved directly in preserving that history and
blend the perspectives of personal experience and cultural custodian.

Positionality
I have no direct personal or cultural connection to the history of Indian education
in the United States, but I am still a settler on colonially occupied land. My ancestors
immigrated to this land very early, starting in the 18th century. As such, my family was
directly responsible for the dispossession of land from Lenape and Susquehannock
peoples in Pennsylvania. Additionally, many of my ancestors were Quakers, who were
some of the first to set up English language schooling for Native people in the colonies.
The Society of Friends sent teachers, sometimes upon tribal request, to tribal
communities to teach English and some industrial skills (Heather and Nielsen 2013, 293).
Under the Grant administration, many Friends were hired to be Indian Agents and school
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administrators because they were seen as trustworthy and incorruptible (Heather and
Nielsen 2013, 299). Some Quaker-run schools were run in closer alignment with Quaker
values, involving Native parents in their children’s education and tailoring curriculum to
fit specific community needs, while other Quaker-run schools were run in alignment with
the more militant and colonial ideals of Pratt and the BIA, seemingly at odds with pacifist
Quakerism (Heather and Nielsen 2013, 299–300). For me, it is important to recognize,
both in my research and in my life, my own heritage and how my ancestors have
supported and upheld the American colonial project.
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Chapter 4: Displays of Indian Education at World’s Fairs
Since the earliest Mission and independent schools for Native children, the
administrators and the government have wanted to show off their successes to the
American public through performances, sports, and other demonstrations. As such, the
broader public had at least a passing familiarity with the concept of Indian boarding
schools with these exhibits and the fundraising of local organizations or coverage of the
schools in popular magazines such as Harpers (Ludlow 1881). The 1893 Chicago
Columbian World’s Exposition and the 1904 Louisiana Purchase Exposition both had
displays put on by the Bureau of Indian Affairs (BIA) that highlighted the Indian
education system. Both fairs attempted to build a model schoolhouse and populate it with
students as well as exhibit the manufactures and art from the students (Trennert 1987).
Officials from the BIA, the Smithsonian, boarding schools, and the Bureau of American
Ethnology (BAE) came into conflict over nearly every aspect of the planning for both the
model schools and the anthropological villages. Arguments about anthropological theory
became incarnate in every decision behind these exhibits. Progressive reformers visions
of the future of Indian Country were often drowned out by the public fervor of seeing
“real” Indians up close. In this way, the exhibits did not meet the goals of the backers,
often muddling their own messages in their attempts to bring in visitors and show off
student’s assimilatory progress (Trennert 1987, 217).
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Renato Rosaldo’s concept of imperial nostalgia provides a useful framework for
looking at how anthropologists and the public thought about the more “primitive”
exhibits in relation to the “progress” of the schoolhouses (Rosaldo 1989). I am also
interested in how these exhibits were laid out within the fairground in order to tell a story
about cultural evolution and hierarchy.
The display of people has been a part of universal expositions since their
inception. But even before that, Indigenous people were brought back from the colonies
to the metropole as curiosities for the aristocratic court. The Exposition Universelle in
Paris in 1867 was the first exposition to feature human attractions (Barth 2012, 180).
Here were the first national pavilions where countries brought their own people to
“present living images of their cultures”(Barth 2012, 182). The 1883 Amsterdam
International and Colonial Export Exhibition was the first to include constructed villages
for Indigenous people, mostly groups from the Dutch colonies (Barth 2012, 183). By the
1893 World’s Columbian Exposition these sorts of villages were expected to be a part of
any large universal exposition.

The World’s Columbian Exposition
The 1893 World’s Columbian Exposition was held in Chicago, Illinois in honor
of the 400-year anniversary of Columbus’ arrival in America. It was supposed to open in
1892 but was delayed because it turned out to be a massive logistical and bureaucratic
undertaking that could not be finished on schedule. The fair sat along Jackson Park and
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was known as the White City. It included exhibits of cutting-edge technology and
transportation, as well as Edison’s incandescent lightbulb. Many countries set up their
own pavilions and exhibits to show their industries and cultures (Hinsley and Wilcox
2016, XV).
Native American cultures and customs were on full display in many different
spaces and in many different formats at the fair. Rosemarie Bank, a performance scholar,
sees the 1893 fair as “a heterotopia of contesting sites” that has multiple groups claiming
authenticity, from Buffalo Bill’s Wild West shows, to the government exhibits, to
individual Native people at the fair (Bank 2002, 599). Each of these displays of Native
people and culture tell a different narrative and showing different visions of “civilization”
and the path forward for Indian policy in the 20th century.
The up-and-coming field of anthropology was promised its own building and
$100,000 out of the Congressional allotment for the fair and planned to set up a separate
set of ethnographic villages nearby (Hinsley 2016, 22). At this point anthropology was
just beginning to be professionalized and codified as an academic discipline. Professor
Frederic Ward Putnam of the Peabody Museum at Harvard was appointed as the chief of
the Department of Ethnology for the fair (Hinsley 2016, 2). Putnam’s vision for
anthropology was to show how much America had been tamed and civilized since the
arrival of Columbus, and that “the heights of nineteenth-century civilization would be
unconvincing and hollow without simultaneously demonstrating the low cultural baseline
of North, Central, and South America at the time of contact” (Hinsley 2016, 16). Putnam
additionally lobbied for a Chicago museum that would focus on natural history and
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anthropology using the collections accumulated for the fair--this would eventually
become the Field Museum (Hinsley 2016, 17).
In addition to the anthropology exhibits run by the Putnam, the Smithsonian
created a set of exhibits in the government building that were organized by William H.
Holmes, James Mooney, and Frank Cushing, with help from other anthropologists
associated with either the Smithsonian or the BAE, the government agency which
employed anthropologists to study in America (Jacknis 2016, 268). This exhibit largely
consisted of life groups in glass cases. These were some of the first life groups of Native
people that has become such a popular mode of display in museums, but they were meant
to be viewed from all four sides, and therefore had no background as became common
later. Smithsonian administrator G. Brown Goode saw the life groups as having three
main functions: “(1) To show the characteristics of the different races, (2) to display
costumes, and (3) to illustrate the methods of use of weapons, instruments, and processes
of various arts and crafts”(Goode, 1895, p. 52 quoted in Jacknis 2016, 295). The exhibits
totaled around eighty costumed mannequins including fifteen multi-figure groups
(Jacknis 2016, 298). The clothes and objects on display came from the various collecting
trips of BAE anthropologists and represented most of the continental United States. The
collections on display were presented as “American national patrimony” rather than
Putnam’s vision of a new field of science in the Anthropology Building. Similar smaller
exhibits were also put up in the pavilions of states and territories, showing Native people
and culture of each state alongside their natural resources (Jacknis 2016, 272).
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Putnam planned a combination indoor-outdoor exhibit that would include the
large Anthropology Building as well as the nearby villages. Putnam hired other
anthropologists and ethnologists to travel the continent and collect both people and
artifacts for display. The anthropology exhibits were originally intended to be in the large
liberal arts building, but Putnam and his deputies collected so much that he needed his
own building. The anthropology area was in the southeastern section of the fair alongside
the lake (Hinsley 2016, 23). But due to construction delays his building did not open until
July 4th, months after the rest of the fair opened (Hinsley 2016, 24).
The exhibits in the Anthropology Building focused on the more academic aspects
of anthropology and were crowded with objects [See Figure 4.1]. Putnam represented
physical anthropology and archaeology, all from an international perspective. 70,000 of
the building’s 100,000 square feet were devoted to this project, the rest was used for
exhibits on sanitation and prisons (Bancroft 1893, 4:631). Other countries such as Japan
and Mexico sent exhibits of antiquities and ethnological collections, but the majority of
the building was American collections (Bancroft 1893, 4:634). Many of the ethnological
displays were thematic not culture- or chronology-based with displays of games,
projectiles, or pottery like most museums of the time (Ames 1992, 51–52). Physical
anthropology was also highlighted. In the northern gallery of the building there were
displays of skulls and skeletons showing the “variation of the races” and charts showing
their typical characteristics (Bancroft 1893, 4:653). Visitors could even get their own
physical measurements calculated by anthropologists on staff in the gallery (Jacknis
2016, 273). One of the more popular exhibits was a set of models of a Haida village
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commissioned by Franz Boas. It was especially popular because it mirrored some of the
full-size houses and poles brought to the fair that could be seen outside (Jacknis 2016,
278).

Figure 4.1: A display of weapons and tools in the Anthropology Building
Bancroft, Hubert Howe. The Book of the Fair Vol. 4:636
It was the outdoor exhibits of Indigenous people that Putnam felt were his
magnum opus. It was Putnam’s vision to arrange the villages geographically, from north
to south along the lake (Hinsley 2016, 32). The villages started near the Indian School
with the Penobscot, then the Iroquois who built a council house with money from New
York State, then a group of Cree in bark wigwams from Canada, then five Navajo and
Apache people, and continuing south along the lake through Central America and South
America (Commissioner of Indian Affairs 1893, 395). Organized by Putnam and Boas,
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but under the Canadian government, were the Kwakwaka'wakw delegation from
Vancouver led by Boas’ friend and cultural informant, George Hunt.
Putnam frequently butted heads with Commissioner Thomas J. Morgan of the
Bureau of Indian Affairs over the goals of the exhibits and of the fair itself. Morgan was
invested in showing how he believed Native people had progressed towards civilization
under the help of the BIA. Morgan wanted the villages to be organized in an order that
reflected the current anthropological hierarchical understanding of culture. This arc
would flow along the lake and end with Morgan’s model schoolhouse, which to him
represented the best work of the Bureau and the epitome of progress (T. J. Morgan 1892).
Morgan’s schoolhouse intended to represent the future of the Indian in America,
especially the next generations. Education was a major subject at the fair overall, it was
understood to be the silver bullet that would lift up all kinds of marginalized people, not
just Native people but also newer immigrants from Europe (Harper’s Weekly 1893, 543).
The plan was to have delegations of students and teachers come from schools around the
country and show the successes of the Bureau’s assimilatory education policies. The
“civilized” Indian student would be just a few steps from his “savage” fathers in the
ethnological villages (Green 2017, 97). The building went through many iterations but
eventually became a simple and cold schoolhouse that sat inside the loop of the Fair’s
Intramural Railroad.2 The building was squat and dark in comparison to the grandeur of
the White City. The interior of the school was designed primarily as an exhibition space

2

For a complete review of the plans and design process see Green 2017.
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rather than a space for learning. Classrooms and workshops were meant to accommodate
visitors, and every room was lined with cases to display items related to the curriculum
and the Bureau’s work (Green 2017, 99). Morgan acquiesced to including ethnographic
items associated with the past perceptions of Native people, provided that they were for
display only and would not “glamorize” traditional customs and clothing3 (Trennert 1987,
207). Morgan wanted to draw a clear distinction between the work made by students and
the traditional work on display. However, many of the objects were made with trade
goods like factory cloth and glass beads, and not so distinct from the leather work and
sewing done by students, and official fair guides did not distinguish between the “curios”
and the student work displayed (Green 2017, 116).
The model school was under the control of Daniel Browning who appointed
Samuel Whittington as the superintendent. The schoolhouse officially opened on May
15th 1893, a few weeks after the rest of the Fair (Green 2017, 110). Browning reported the
exhibit a success with 25,000 visitors a day and a “major public relations triumph” that
clearly showed the success of the exhibit. Other sources paint a different picture. The
schoolhouse is barely mentioned in most guidebooks of the fair and most visitors only
showed mild interest (Trennert 1987, 210). Superintendent of Indian Schools Daniel
Dorchester gave a mixed review in his report to the Secretary of the Interior. He visited
during the stay of Genoa Indian Training School and reported that since the building was

3

The display collection mostly came from well-known Indian Curio trader Thomas Keam and James
Hayworth, the first superintendent of Indian Schools and are now in the Smithsonian’s collection, but
incorrectly cataloged and not connected to this exhibit (Green 2017, 116).
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so small and had so many visitors it was “impossible to conduct regular class exercises”
and that the brass bands and other performances by students drew the most praise from
visitors rather than any of the academics or vocational work (Commissioner of Indian
Affairs 1893, 392).

Figure 4.2: Native Students in front of the schoolhouse Bancroft, Hubert Howe. The
Book of the Fair vol. 4:646 Chicago: The Bancroft Company, 1893.
https://hdl.handle.net/2027/uc1.b000702716.
Green argues that the model school functioned as a “safety zone” for students as
described by Lomawaima and McCarty (Lomawaima and McCarty 2006, 45). “These
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material signs of difference and so-called authentic culture were meant to be erased
through assimilation yet were also highly desirable to collections and the curio market,
and thus considered to be a potential means of economic and social uplift” (Green 2017,
116). This was before the introduction of traditional crafts into the curriculum by Estelle
Reel in 1901 and would have been a new experience for students to study an
Americanizing curriculum surrounded by reminders of their homes. This is one of the
aspects that Green thinks of a as a failure for the model school by its own goals. By
including these curio cabinet displays alongside the “civilized student” they muddled
their own message of education as a tool for progressive assimilation (Green 2017, 118).
Despite efforts to have a large sampling of schools come to the fair, only six
schools had time in the schoolhouse: Chilocco Indian School of Oklahoma, Albuquerque
Indian School of New Mexico, St. Joseph’s Indian Normal School of Indiana, Lincoln
Institute of Pennsylvania, Haskell Institute of Kansas, Osage Indian School of Oklahoma,
and Genoa Indian School of Nebraska. All except Lincoln brought around 40 students
and around 6 employees (Commissioner of Indian Affairs 1893, 392). Lincoln brought
only a dozen or so students to perform recitals and concerts (Beck 2019, 130). The focus
was overwhelmingly on the artistic abilities of these students. While there, the Haskell
marching band performed twice a day, seeing Native youth play Western music on
Western instruments while wearing military style uniforms was a spectacle that could
visually illustrate the Bureau’s success and drew visitors to the Anthropology section.
The vocational training focus of the Bureau’s policies was also on full display. In
addition to academic demonstrations, students showed off the products of their work
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while demonstrating how industriously they could work. The Superintendent of Indian
Schools, in his report of the Genoa’s exhibit, commented on the quality of the brooms
being made by the boys, the horseshoes and wagon made by pupils, the harness making,
the shoemaking, the tailoring, and the printshop being set up to print the school paper
while at the Fair. The farm exhibit had a display of all the fruits and vegetables and grain
grown on the school farms back in Nebraska. He also commented on the work of the
female pupils, namely their sewing and the general housekeeping of the school
(Commissioner of Indian Affairs 1893, 393).
Originally, Pratt the head of Carlisle Indian Industrial School, was supposed to be
part of planning the Bureau’s exhibits. Pratt saw himself and his school as the public
relations department for Indian education as a whole and therefore wanted prime
placement in the exhibit and input on what was represented. Ultimately, Pratt was
unhappy with the comparative approach, the Indian Village and the decoration within the
school building and decided not to participate in the BIA’s exhibits (Trennert 1987, 207).
He felt that “both ethnologists and the Office of Indian Affairs worked to keep Indians
from becoming fully “civilized” and therefore they kept them dependent on the federal
government” versus how he saw his own work at Carlisle (Beck 2019, 130).
This did not mean that the Carlisle students were absent from the fair, they played
a major role in the opening parade, bringing 300 boys to march with the international
delegations. Each boy carried a representation of an aspect of Carlisle’s educational
mission such as agricultural implements, shoes, and schoolbooks (Pratt 1964, 295). This
was such a success that Pratt brought back around 500 students to visit the Fair that
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summer. While there they demonstrated their military drills and systematically visited
every aspect of the fair and wrote about it in their journals (Pratt 1964, 302). Carlisle also
had an exhibit in the Liberal Arts building alongside other colleges and universities such
as Harvard and Columbia, which made Pratt very proud. Pratt funded this exhibit through
his massive network of donors and supporters of the school. The exhibit contained
sample of schoolwork and vocational work from the students (Trennert 1987, 211).
The exhibit was staffed by a student of Carlisle, Chauncey Yellow Robe
(Rosebud Sioux). He was meant to be a sample of Carlisle’s success and answer any
questions from visitors. While at the fair, Yellow Robe boarded with the African
American woman who oversaw the nearby Hampton School exhibit. He gave a few
speeches in other sections of the fair and at local events. But for Yellow Robe, according
to Beck, the time at the fair was a true learning experience. He wrote about his experience
and “seemed to have been delighted with the personal education he received through the
fair experience” despite not having been paid for his work beyond room and board (Beck
2019, 131). Pratt writes in his autobiography that after the fair much of the exhibit was
bought “by an English educator and shipped to his Zulu school in South Africa as an
object lesson to encourage the natives and strengthen the English authorities in promoting
industrial schools for them” (Pratt 1964, 307–8).
Additionally, on the Midway was Sitting Bull’s log cabin and an Indian Village
organized by T.R. Roddy and Henry De Ford outside of the purview of the government
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which charged admission and paid its performers (Beck 2019, 147; Bank 2013, 353).4 In
this village the Native people performed traditional dances that were explained and
interpreted by De Ford but were thought of poorly by government agents and
anthropologists at the fair (Commissioner of Indian Affairs 1893, 395). Morgan and the
others saw these sorts of displays as glamorizing the past instead of looking towards the
future. And anthropologists like Putnam, thought of these shows as misleading the public
since they often mixed and matched elements of cultures and histories.
The worst of these shows in their eyes, was Buffalo Bill Cody’s Wild West Show.
Cody was not allowed to set up within the fairgrounds, so he did his show just outside,
which did not hurt his numbers one bit. He opened almost a month before the rest of the
fair and had 25,000 people a day and many return customers (Beck 2019, 159). Many
scholars, including Vine Deloria, argue that being a performer for Buffalo Bill was better
than either life on the reservation or life as an exhibit in the Fair (Beck 2019, 161). Cody
paid more, from $10-$70 dollars a month, more than they could make almost anywhere
else.5 And doing the job involved skills that have long been valued in Lakota society,
such as horsemanship and certain songs, many of which were outlawed on the reservation
under the Bureau’s control (Beck 2019, 161–63). Bank agrees with this sentiment: “the

4
Beck (2019, 147) says that the Midway village was run by T.R. Roddy a well-known curio trader
from Wisconsin. But in the Commissioner’s report (1893, 395) the proprietor of the Village is named as
Henry (Buckskin Joe) de Ford. Arndt suggest that the two combined forces to compete with Buffalo Bill’s
show outside the official fair, but it is unclear if there were originally two villages because the Indian
Village was left off many maps of the fair (Arndt 2016, 44; Bank 2002, 599 n19).

5

For a complete look at what each Native person working at the WCE earned for their labor see Unfair
Labor by David Beck which includes a detailed appendix collating his archival research on the subject.
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show underscored the presence, rather than the absence, of Indians and the frontier,”
therefore showing Native people and Native ceremony as a part of contemporary society
rather than a relic of a primitive past (Bank 2002, 603). She quotes Vine Deloria saying:
“This type of recognition meant a great deal to the Indians who were keenly aware that
American public opinion often refused to admit the justice of their claims and
motivations” (Deloria, 1991, p53-54 quoted in Bank 2002, 604).

The Louisiana Purchase Exposition
The 1904 Louisiana Purchase Exposition (LPE) in St. Louis, Missouri was held to
commemorate the 100-year anniversary of the Louisiana Purchase, which brought St.
Louis into the union. It was a major event for this young industrial city and drew millions
from around the country and the world. The fair was held in conjunction with many other
large-scale events such the 1904 Summer Olympics. Anthropology was a major
component of the fair. By this point it was expected to have ethnological exhibits,
especially Indian Villages, and the question of how to organize these became central to
the planning.
William John McGee, the first president of the American Anthropological
Association, was put in charge of the anthropological displays at the exposition. McGee,
and many of the other anthropologists working for him were unilinear evolutionists,
meaning that they firmly believed in a hierarchy of races and nations that had white EuroAmericans as the rightful and inevitable top of that hierarchy (Parezo and Fowler 2007,
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10). This anthropology was defined by order, everything has its place, cultures, people,
and customs and drew from the popular Social Darwinism of the time. Native people
were a major part of this world view, it was predicated on the image of a “vanishing race”
that had to be studied and collected and displayed. Anthropologists and the public felt
that this fair would be one of the last opportunities to see “real” Native people in person
(Parezo and Fowler 2007, 11).
McGee had his own academic understanding of racial hierarchy that he was
invested in demonstrating at the fair.6 McGee had been a protégé of John Wesley Powell
when the two worked at the BAE and was unhappily sidelined when William Henry
Holmes took over the Bureau. It was this friction that led him to become the
anthropological director of the LPE, a prestigious option when compared to leaving the
BAE in disgrace (Parezo and Fowler 2007, 46). McGee never did much fieldwork, but
his theoretical work was well thought of by his contemporaries, nonetheless. He valued
the big picture generalizations of culture and society over the specific historical
particularism of someone like Boas (Parezo and Fowler 2007, 47).
McGee saw anthropology as the “encompassing Science of Man” and sought to
generate “definitive anthropological knowledge through comparisons of living peoples
who were “living fossils” and analogs for people in the evolutionary past”(Parezo and
Fowler 2007, 49). Human development could be explained by categorizing people into

6

For a full explanation of McGee’s cultural hierarchy see Parezo and Fowler (2007, 403 Appendix 1)
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“race-types.” McGee was devoted to showing this progression to the public with visual
comparison in the anthropological exhibits.
One place McGee focused on this was the Anthropological Village which was a
global display of “primitive people” and the Indian Village which was just North
American. McGee saw the international delegations and the Indian Village as distinct, but
visitors experienced them as one entity since the delegations were intermingled to show
McGee’s classification. The Village housed almost 500 people from 29 different societies
(Parezo and Fowler 2007, 100). Each group exemplified one of McGee’s cultural stages
and had introductory labels to explain this to the public. The Village included delegations
from the Mbuti, the Ainu, the Kwakiutl, the Pueblos of the American Southwest and
more. Across the lake from the Village was the Philippine Reservation, which was
designed to introduce the American people to their newest colonial wards (Parezo and
Fowler 2007, 101). Everything the people on display did and wore had to be “authentic,”
untouched by Euro-American culture. People had to build traditional houses and wear
traditional clothes and perform real ceremonies, but only at the appropriate times of the
day or year. McGee also “spent hours ensuring that Natives did not borrow from each
other or use the manufactured goods and clothing they acquired in St. Louis.” Doing
anything else would call Anthropology itself into question (Parezo and Fowler 2007,
100).
Visitors were intended to start at the bottom of the hill where the Ainu and
Patagonians lived then continue on through the Jicarilla Apache, Kickapoo, Acoma,
Wichita, Pawnee, Arapaho, Cheyenne, Navajo, Pima-Maricopas, Chippewas, Kwakiutls
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and Nootkas, and finally the Osage representing the Five Civilized Tribes.7 At the top of
the hill stood the Indian School, representing the pinnacle of assimilation and the cultural
progression of Indigenous people [See Figure 4.3] (Parezo and Fowler 2007, 103).

Figure 4.3: Wichita Indian group building their lodge for the Department of
Anthropology exhibit Official Photographic Company. 1904. Photograph. N20666.
Missouri Historical Society. https://mohistory.org/collections/item/resource:146018.
Samuel McCowan, the superintendent of Chilocco Indian School in Indian
Territory, now Oklahoma, was appointed the superintendent of the Model School at the
LPE. McCowan had worked in the Indian Service since 1889 first at the Rosebud

7

For a full list of American Indian participants in the Anthropological exhibit see Parezo and Fowler
(2007 Appendix 2)
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Reservation day school, and at Chilocco since 1902. McCowan believed that assimilation
was inevitable, and that education would ease the transition to Euro-American culture
(Parezo and Fowler 2007, 59). He was particularly interested in showing the success of
the Indian Service and the education system, rather than an anthropological agenda. He
believed that the work of the Indian Service’s education program was what would lift up
Native people to civilization (Parezo and Fowler 2007, 136). From the beginning Bureau
funding for the school exhibit was minimal. McCowan cut expenses by letting food
companies advertise within the building in exchange for free food, and later he would sell
everything the students could make to keep the exhibit afloat (Parezo and Fowler 2007,
65).
Parezo and Fowler state that the whole team knew they needed to do better than
the exhibit in Chicago a decade earlier, and they made some major changes in the new
exhibit. To start, the building was much larger and could house more students and
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accommodate more visitors. In the end though, it was still too small. They also switched
from successive delegations to having one company of students there the whole time.

Figure 4.4: Model Indian School at the 1904 world's fair Melsheimer, Louis.
1904. Photograph. N36375. Missouri Historical Society.
https://mohistory.org/collections/item/resource:143364.
The other major departure from the 1893 exhibit was the inclusion of traditional
craft practices within the schoolhouse. On one side of the building were small booths in
which sat “old Indians” in traditional clothing and doing traditional trades. This display
was meant to draw an even clearer comparison to the village outside. On one side of the
hall were the students writing essays and learning trades and on the other were their
“ancestors” practicing “dying” trades. The artisans were from the villages and rotated
through the booths in order to keep guests coming back. When they were not inside the
school, they could sell their wares in the village spaces where they lived. The group
included: Pueblo women making bread, Pueblo potters, Pueblo weavers, Pomo and Pima
basket makers, Maricopa potters; Navajo blanket weavers; Sioux pipestone carvers;
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Sioux bead and buckskin workers; Chippewa basket, bead, and mat makers; and Wichita,
Pawnee, and Cheyenne bead and buckskin workers (Commissioner of Indian Affairs
1904, 55).

Figure 4.5: Effa Rhodes and Amy Enos, of the O'odham (Pima tribe) weaving baskets in
the Domestic Science exhibit at the Model Indian School Unknown. 1904. Photograph.
N21639. Missouri Historical Society.
https://mohistory.org/collections/item/resource:146103.
Geronimo also sat in this row of booths making bows and arrows to sell. He also
sold his photo and autograph. Sometimes he played his fiddle and sang songs that were
misinterpreted as war chants. He attended the Indian School programming most days and
on Sundays he got to participate in the Wild West show on the Pike, the area with the
more commercial exhibits (Parezo and Fowler 2007, 113). Geronimo was a major draw
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and was therefore given more freedom of movement, but he was also a disappointment to
many visitors: “The press was fascinated with Geronimo, the image, but ambivalent
about Goyathlay the man” (Parezo and Fowler 2007, 114).
The students at the school were not a disappointment to visitors. Everything from
their wagons to their cooking to the basketball team were adored by visitors. The student
delegation was made up of students from the Chilocco, Chamberlain, Haskell, Sacaton,
Michigan Indian, Fort Shaw, Genoa, Phoenix Indian, Albuquerque Indian, Chemawa, and
Santa Fe Indian schools (Parezo and Fowler 2007, 411 Appendix 2 Table 7). In addition
to the older students, there was also a class of Pima and Maricopa Kindergarteners from
the Sacaton School who performed recitations each morning and afternoon (Parezo and
Fowler 2007, 150).
The building was designed to showcase the vocational training and performance
abilities of the students. It included a large rear auditorium and workshops that could
accommodate visitors as well as the students. In the main hall there was a table where
visitors could purchase souvenirs, art, handicrafts, and food. On the walls were exhibit
cases that displayed the academic work of students as well as the lacework and other
handiwork of the female students (Parezo and Fowler 2007, 138). There was a
demonstration laundry, a sewing studio, a domestic science laboratory, print studio, and
wagon making and carpentry and harness-making shops—each had cutting-edge
equipment and examples of student work on display.
The student’s daily routine was rigorous. They woke at 6am and were on display
until 10pm. Each had one hour of academic work and two hours of vocational work in
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addition to the daily performances and the chores that kept the school running
(Commissioner of Indian Affairs 1904, 55). Every day the girls in the domestic courses
gave daily demonstrations of serving, cooking, and laundry. Their baked goods were
displayed like a county fair, and they served visitors tea and coffee in dainty cups
alongside pastries, proving they knew how to keep a Western-style house. The selling of
baked goods and tea helped to underwrite the cost of running the school. Eventually the
restaurant got so popular that they had to limit it to just tea and donuts, and the popular
fruit pies only twice a week (Parezo and Fowler 2007, 154–55). Their laundry expertise
was also so successful, it became more economical to send out the students’ own laundry
and the students were paid to launder the clothes of everyone else living at the fair. The
money was used to support the school and the rest was given to the girls or used to pay
for educational outings such as plays for the students (Parezo and Fowler 2007, 147).
Every piece of embroidery, sewing, and lacework was also for sale.
The male students performed labor that focused on their future job prospects
rather than the school’s upkeep. They made wagons and harnesses that sold out every
day. The Haskell carpentry class’ display case was always empty of the shelves and toys
they made. Students themselves were often loaned out to do repairs around the fair and
were paid union wages, though McCowan kept most of the money to cover exhibition
costs (Parezo and Fowler 2007, 149). The delegation from Chilocco printed their Indian
School Journal daily, it sold for 5 cents and was the only paper printed daily at the fair.
They also printed a world’s fair scrapbook and brochures for the fair.
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The daily performances by students were more focused on their academic
prowess. They gave speeches and essays on patriotic themes and did sections of plays
such as “Hiawatha.” The musical programs were even more popular. The older Native
people in the Village and the school also occasionally gave speeches and sang in the
programs (Parezo and Fowler 2007, 152). The Fort Shaw Mandolin Club, young women
in nice dresses and Euro-American hairstyles, played every Wednesday and Friday at
4pm (Parezo and Fowler 2007, 153). Other popular shows included a bow and arrow
demonstration by girls from Chilocco in Plains-style dresses made out of muslin [See
Figure 4.6] and boy’s displays of marching drills and athletic abilities (Parezo and Fowler
2007, 152).

Figure 4.6: “Indian Girl Archers” U.S. Government Indian Exhibit. Beals, Jesse Tarbox.
1904. Photograph. N20704. Missouri Historical Society.
https://mohistory.org/collections/item/resource:146158.
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But the most popular was the concert band. Concert bands were very successul
images of civilization for Indian schools, all the best and biggest had to have one. The
Haskell band came for one week in June to play alongside the original band that
McCowan put together. Thirty to forty Native musicians ages 18-24 from schools and
around the country gave at least two concerts a day. McCowan wrote to other
superintendents asking for their best students, with a special focus on those with special
talents, mostly athletic or musical skills. For the band he was assembling, McCowan
actually got funding to give salaries to the adult performers. This allowed him to hire
older and more accomplished musicians and singers who had left school and were not
interested in being part of the educational exhibit (Parezo and Fowler 2007, 66). This
original band was in high demand around the fair and around the Midwest so
reinforcements from Haskell and later Wyandotte School were very welcome (Parezo and
Fowler 2007, 156).
Another popular attraction at the fair was the Fort Shaw Indian School girls’
basketball team [See Figure 4.7].8 The girls came from different tribes from the northern
U.S., at this point they had already beaten nearly every girls’ basketball team in Montana,
and they came to dominate in St. Louis as well. From the moment they arrived they got
press coverage from newspapers in the area and the daily newsletter of the fair (Peavy
and Smith 2007, 826). Their first game was against a group of girls from Chilocco who

8

Names and tribal affiliations taken from Peavy and Smith’s archival research (2001, 2; 2007, 820,
824–25).
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were also at the Indian School, and after that they were challenged by the two best girls’
teams in Missouri who they then beat. At this point basketball was not even an Olympic
sport, so getting this much attention for a girls team was unheard of (Peavy and Smith
2007, 829).

Figure 4.7: The Fort Shaw Girls' Basketball Team in St. Louis, L-R, Standing: Rose
LaRose (Shoshone-Bannock), Flora Luccero (Chippewa-Cree), Katie Snell
(Assiniboine), Minnie Burton (Shoshone), Genevieve Healy (Gros Ventre), Sarah
Mitchell (Assiniboine). L-R Sitting: Emma Sansaver (Chippewa-Cree), Genie Butch
(Assiniboine), Belle Johnson (Piegan-Blackfeet), Nettie Wirth (Assiniboine). Beals,
Jesse Tarbox. 1904. Photograph. N20703. Missouri Historical Society.
https://mohistory.org/collections/item/resource:146157
In addition to these anthropology exhibits sponsored by the BIA, there were
exhibits of Indian culture in the Indian Territory pavilion and in some of the state
73

pavilions. The Indian Territory exhibit included a tower made of corn produced on
reservations and some of the state exhibits included pre-contact archaeological material
(Parezo and Fowler 2007, 300). The Government Building’s Indian exhibit focused
exclusively on tribes in the original Louisiana Purchase. The exhibit was put on by the
Indian Service and the Department of the Interior and aligned with the larger message of
the Indian School and Anthropological Villages (Parezo and Fowler 2007, 301). They
showed the Native industry of the past and the industrial work of Natives today, as well
as charts and maps showing the progression of the Indian civilization process. Richard
Henry Pratt had the same objections he did in Chicago, but he still brought the Carlisle
band to perform in the Pennsylvania pavilion for two weeks (Parezo and Fowler 2007,
69, 156).

Native Voices
Unfortunately, it is very hard to find Native voices talking about the experience of
being a living exhibit at one of these expositions. The journals written by Carlisle
students in 1893 were mostly lost and the letters written by students at the Model Schools
have never been collected or published. All we have are the letters of some Native Indian
Service employees and the autobiographies of more famous people like Geronimo. Work
has been done on how Native people on display exercised their agency and pushed back
against the government or the companies that brought them to the fair. For example, the
Inuit delegation from Labrador in Chicago sued the company that displayed them because
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they were being forced to wear their furs through the summer months and were locked in
sheds if they refused. The won their case because of a sympathetic judge and ended up
running their own autonomous exhibit offsite and staying in a hotel.9 Additionally
Melissa Rinehart has written about the actions taken by individuals to reject the roles
given to them, including performing grotesque ceremonies, and simply refusing to speak
or wear the clothes given to them (Rinehart 2012). But these sources are mostly based on
the observations and experiences of visitors to the fair and the managers of the exhibits,
not the people on display.
A key source from the World’s Columbian in 1893 however is Simon Pokagon’s
(Pottawatomie) pamphlet The Red Man’s Greeting 1492-1892. Pokagon printed his work
on sheets of birchbark and sold them just outside of the fair gates (Blaisdell 2021). His
words spoke strongly against the fair itself and the broader actions of white colonialism.
Native people have “no spirit to celebrate with you” on the occasion of the fair, “no;
sooner would we hold high joy day over the graves of our departed fathers than to
celebrate our own funeral, the discovery of America” (Pokagon 1893, 4). Pokagon is
nostalgic for the “Chicago of my Grandfather’s Days” a time when the area was a
gathering place for tribes across the Midwest, and for the early days of Quaker
settlements in Pennsylvania during which no violence and conflict erupted, before the
arrival of thousands more Europeans (Pokagon 1893). He strongly denounces the

9

See Zwick (2006) for a full account of the autonomy exercised by Inuit performers in the 20th
century.
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organizers of the fair for their failure to recognize the former inhabitants of Chicago and
their relegation of Native people to sideshows and specimens.

Imperialist Nostalgia
In doing this research I have found Renato Rosaldo’s concept of “imperialist
nostalgia” to be helpful in understanding the sometimes-contradicting actions of the
government officials who tried to display Native cultures and people. She says:
Imperialist nostalgia occurs alongside a peculiar sense of mission, the white man’s
burden, where civilized nations stand duty-bound to uplift the so-called savage ones.
In this ideologically constructed world of ongoing progressive change, putatively
static saver societies become a stable reference point for defining (the felicitous
progress of) civilized identity (Rosaldo 1989, 108).
For me, this explains Morgan and McGee’s desire to “preserve” and display the cultures
that they understood their policies to be destroying; a nostalgia for something that you
yourself have gotten rid of. To me this is a core tenet of the salvage anthropology of the
time, and still exists in some spaces today. And I think that museums often fall prey to
the nostalgia of presenting a static Indigenous past or a mono-narrative of Indigenous
history for the same reasons. It is simpler than the reality which is an everchanging
multiplicity of experiences and cannot ever be represented fully in a museum exhibit or
other display. And even assuming that it is our duty to tell these stories and lift up these
experiences is a kind of imperialism. But I hope that we do it now not out of burden but
out of an impulse for reconciliation, whatever that may look like.
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Other Exhibits
The government has, of course, taken other opportunities to tout the merits and
perceived successes of their Indian education programs. Estelle Reel took to exhibiting
student work from her Native industries curriculum to garner support for her reforms
from both government officials and the public (Hutchinson 2009, 53). Around the same
time, in the early-twentieth century, it was common to have booths from Indian schools
and reservations at state fairs and other local and regional celebrations. The booths would
display student products such as lacework and carpentry and examples of crops farmed
by Native people and even be entered to win prizes at the fair (Berkeley Daily Gazette
1917). In the 1960s the BIA mounted smaller exhibits in the Interior building touting the
success of their programs with charts and photographs for National Education Week and
other similar events [See Figure 4.8] (Morrow 1962).
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Figure 4.8: National Education Week Exhibit Lobby Exhibit Morrow, Don. November
1962. Photograph. 75ED.10.602-62L. National Archives, College Park Maryland.
In the years since there have been smaller exhibits at local historical societies in
towns that had once hosted boarding schools. Usually these focused on the local or micro
histories of a few people involved at the school and were not tied into larger histories of
colonialism and Indian policy. In the 1980s and 1990s there were two larger exhibits,
both funded by the NEH that were on site at current or former schools. The first was at
Hampton University, a historically Black university that also taught Native students from
1878-1923, the exhibit was called “To Lead and Serve: American Indian Education at
Hampton Institute” (Virginia Humanities n.d.; National Endowment for the Humanities
1989). The exhibit came out of an internal archival effort to identify and name every
Native student in the photographic archives. The exhibit ran from September to October
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of 1989 in the Hampton University Museum, and then again in the George Mason
University Fenwick Library in October of 1990. At Hampton, the exhibit opened with a
symposium that invited Vine Deloria Jr, Rayna Green, and four Native descendants of
Hampton alumni (Bearinger 1990; Hultgren, Molin, and Green 1990).
The second larger exhibit was at Santa Fe Indian School in New Mexico in 1990.
The exhibit came out of a project where current students conducted oral histories with
alumni to document the school’s shift from a government-controlled school to one run by
a coalition of the 19 New Mexican Pueblos (Hyer 1990). The exhibit was first installed at
the school and then became an NEH travelling exhibit that was shown around the country
from 1990 to 1995. It visited Tribal museums and larger institutions such as the Field
Museum in Chicago (National Endowment for the Humanities Humanities Projects in
Museums and Historical 1995).
Another example is the Cultural Center and Museum at Haskell Indian Nations
University in Kansas. The small gallery has exhibits about the history of Haskell and the
participation of Haskell students in the United States Military. It is open to the public and
for private tours and school field trips (Haskell Indian Nations University 2016). The
center also holds a collection of archival material and ethnographic objects related
associated with Haskell and is open to researchers.
These exhibits were smaller scale and more locally focused than the exhibit I
discuss in the next chapter. They were for government officials who administered the
policies or for Native communities to share their own stories. The continuity they
represent implies that boarding schools were never really a “hidden history” for Native
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people, as they have been described by more recent news media and exhibits (The Heard
Museum 2019; Unspoken: America’s Native American Boarding Schools 2016). Nor
were they shameful secrets to the visitors of the fairs, who delighted in seeing the
students on display, or the thousands more who read about the exhibits in magazines and
donated to the schools (Ludlow 1881; Trennert 1987). Boarding schools were only ever
hidden for people whose families never experienced them.
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Chapter 5: Heard Museum Boarding School Exhibits
The Heard Museum has put on two exhibits focused on the history of boarding
schools and their legacy. The first opened in 2000 and was intended as a temporary
exhibit, three years at most. But the exhibit had such a strong resonance for both Native
and non-Native visitors that it became a permanent fixture of the museum. This chapter
introduces the history of the Heard as an institution that curates Native art, and its

Figure 5.1: Heard Museum sign and exterior view, Monte Vista Road, Phoenix, Arizona
Koppes Fine Photography. 1970. Photograph, 8x10. RC76(E97):107. Billie Jane Baguley
Library and Archives.
https://cdm16286.contentdm.oclc.org/digital/collection/p262401coll004/id/177/rec/2.
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decision to mount the first boarding school exhibit. I describe both this first exhibit and
the new, updated version which opened in 2019.

History of the Heard Museum
In Phoenix, at the turn of the twentieth century, the Heards were prominent
benefactors of the arts and social causes. In 1895 Dwight Heard and his wife Maie moved
to Arizona from Chicago for his health at the advice of his doctor. Mr. Heard bought up
land south of the new city to start a cattle company, which established him as a
businessman and a political player in Phoenix. Mrs. Heard, as a member of the Phoenix
Women’s Club, fundraised and advocated for cultural institutions such as theaters and
libraries in the growing city (“Maie Bartlett Heard (1868-1951)” 2016).
But their main interest was in collecting Native art. The couple started with a
single Pima basket but grew their collection as they traveled around the Southwest and
purchased all kinds of art and ethnographic objects. At first the collection decorated their
home, but it quickly outgrew their house and they built and endowed a museum in the
city to showcase their collection (“Maie Bartlett Heard (1868-1951)” 2016). The museum
opened in December 1929 as the Heard Museum of Anthropology and Primitive Art and
became Maie Heard’s main project after Dwight died in March of that year. She
continued to add to the collection and oversaw programming and lectures at the museum
until her death in 1951 (“History of the Heard Museum” n.d.). Her goal was to
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“encourage public appreciation of primitive art and culture and to promote archaeological
research and investigation” (“Maie Bartlett Heard (1868-1951)” 2016).
The Heard expanded greatly in the middle of the twentieth century, instituting
educational programming and yearly events like the Indian Fair & Market, and
accessioning large donations like the Goldwater Katsina Doll Collection in 1964. In 1989
they officially changed their name from The Heard Museum of Anthropology and
Primitive Art to simply The Heard Museum, with a tag line of “of Native Cultures and
Art.” The change emphasized a move away from the early twentieth-century trading post
or curio cabinet idea towards a more fine arts focused image (Blumenthal 1999). By
1999, the Heard Museum had ten galleries in addition to a library and archive,
auditorium, and state-of-the-art storage and research spaces. The Heard is now a leading
institution for the collection and display of American Indian art, particularly
contemporary art (“History of the Heard Museum” n.d.).
In the last few decades, the Heard has implemented more programming designed
to support Native communities such as free admission for tribal citizens and internships
organized to bring Native youth into the museum field. Also, events like the Heard
Museum Guild Indian Fair & Market have been opportunities for Native artisans to
connect to new and wider markets (Heard Museum Guild n.d.). The Heard now makes an
effort to prioritize first person narratives and collaboration with Native communities.
Because of their focus on Native fine arts, their exhibits are usually of an aesthetic
type, without much contextual or historical information, as if the art speaks for itself and
needs no interpretation (Molineaux 2002a, 126). Such recent exhibits have included
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“Jesse Monongye: Opal Bears and Lapis Skies” in 2010 which highlighted Monongye’s
unique pictorial jewelry style, and the 2012 exhibit “Picture This! Navajo Pictorial
Textiles” which featured the works of the Nez family. Both of these displayed Native art
in the style of traditional Western art museums with glass vitrines and dedicated lighting
for each piece. In addition to exhibits like these that borrow or bring in new art to display,
the Heard also does themed exhibits that highlight art already in their collection, such as
the “Hold Everything! Masterworks of Basketry and Pottery from the Heard Museum”
exhibit of 2001. Even this title reads like a fine art exhibit. The term “masterworks”
emphasizes the aesthetics of the objects rather than their cultural or historical context.
Their decision to mount an exhibit about a historical subject like Native American
boarding school stories is therefore a departure from their usual content. Boarding school
ephemera and photographs were not a collecting area for the Heard before they mounted
the first boarding school exhibit. This would be an ideas-based exhibit, built around a
historical story in an interdisciplinary way, not just based on objects and aesthetics
(Molineaux 2002b, 133). And it would be an exhibit that engaged with current
scholarship on possibly controversial themes such as historical trauma and Native
sovereignty, stepping out of the relatively apolitical fine arts space. This shift can be seen
as part of a series of changes in institutional culture at the Heard Museum led by curator
Margaret Archuleta (Pueblo/Hispanic) who emphasized the inclusion of first-person
Native voice and collaboration with Native communities (Lomawaima and Cantley 2019,
24–25).
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The First Boarding School Exhibit
It was Archuleta who first suggested the idea of doing an exhibit about boarding
school stories. Her original idea was to look at how boarding school experiences
influenced and changed Indian art. But once she started her research, Archuleta found
that there was a real gap in what had been portrayed and what was talked about; both
Native communities and others needed to see a wider exhibit on boarding schools
(Lomawaima and Cantley 2019, 23). Archuleta felt strongly about the importance of this
exhibit, and came up against resistance from Heard administration and her own staff
(Lomawaima 2019). Research for the exhibit started in 1993, and in 1997 the museum
received a NEH planning grant to form an advisory team of academics and museum
professionals. The team included Archuleta, Brenda Child (Red Lake Ojibwe, University
of Minnesota), Rayna Green (Cherokee, NMAI), K. Tsianina Lomawaima (Mvskoke,
University of Arizona), and Karen Gayton Swisher (Standing Rock Sioux, Haskell Indian
Nations University). The grant also funded archival research and the collection of 53 oral
histories by Tessie Naranjo (Santa Clara Pueblo) who interviewed boarding school
alumni (Lomawaima and Cantley 2019, 25). Child and Lomawaima edited a special issue
of the Journal of American Indian Education that brought together research from the
advisory team on a series of boarding school related topics (Child and Lomawaima
1996).
With this research, the advisory team developed the themes for the exhibit and
decided what sorts of objects and images they needed for the exhibit. Because the Heard
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had never collected in this area before they needed to find objects to fill the whole
exhibit. Many of the objects came from the Arizona Historical Society, since they could
represent a 19th century classroom through desks and bunk beds that came from
anywhere. Most of the boarding school specific items were photos and other archival
material such as Indian school publications and student work. These objects were woven
together with video and audio of the oral histories collected for the project. The curatorial
team chose three major themes to connect the ten subject areas of the exhibit, as
described by Archuleta in the exhibit prospectus:
The historic reality of Indian schooling as it crosscuts the generations from the late
1800’s to the present; 2. The impact of the United States government’s involvement
in Native American culture as a result of treaty relationships and the consequences of
repeated changes in federal policy and; 3. The effect of the western-style models of
education on the shaping of present-day Indian identity, with an emphasis on arts
education and production (Archuleta 1999, 1).
These themes were then highlighted through each of the ten topical sections of the
exhibit: pre-entry, entrance-home, entrance-leaving home, arrival, the classroom, dorm
life and student health, music and art, pageants and clubs, sports and princesses, and the
wall of schools (Archuleta 1999). The exhibit opened to the public in 2000. My
description and analysis of the original exhibit is based on this prospectus and other
material such as photos and documents as well as my own memories of visiting the
original exhibit multiple times.
One of the most striking elements of the original exhibit was the barber chair that
was installed right at the entrance. In the case around the chair were locks of long dark
hair and above the case was a speaker playing audio of snapping scissors and buzzing
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clippers [See Figure 5.2]. This installation represented the process Native boys went
through when they arrived at a boarding school which started with their hair being cut
off, a physical and emotional loss of identity (Archuleta 1999, 9). Visitors were brought
into the story of boarding school assimilation through this visceral and off-putting loss of
identity.

Figure 5.2: "Journey" Section of the Original Exhibit Heard Museum. Photograph.
Accessed April 1, 2021. https://heard.org/boardingschool/roisd/.
The approach to the barber’s chair took visitors around a curved wall through the
home sections, which included images and audio of Native families speaking in their own
languages, intended to evoke feelings of home for the visitor, and the leaving home
section that showed students leaving for school by train, bus, and car. This section also
told the early boarding school histories at Hampton and Carlisle. At the end of the curve
sat the barber’s chair in its case which led the visitor into the section on arrival that
showed the traditional Carlisle before and after photographs. From there the visitor
entered a hallway with four small galleries designed to look like 19th century classrooms.

87

Each was devoted to a different theme of boarding school life: the classroom, dorm life
and student health, pageants and clubs, and music and art (Archuleta 1999).
The first room covered the standard curriculum for boarding schools, emphasizing
vocational training over academics and the debate over including cultural content such as
traditional art and language. There was also a panel on the “outing system” as developed
by Pratt at Carlisle, and how it changed with the local labor market of each school
(Archuleta 1999, 11).
The next section focused on dorm life and student health and was furnished like a
dorm room with bunk beds and trunks. The images featured in this section highlighted
the early militarist uniforms and how students retained personal and tribal identity
through peer relationships and the few personal items they managed to keep. This section
was paired with student health, both physical and emotional. The text and information
about health covered the effects of corporal punishment and isolation on students as well
as the physical health risks of boarding school. Most schools had overfull and
understaffed infirmaries and students died. Cemeteries are an important part of how we
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remember boarding schools today.10 The exhibit ended with a section about student
athletics showing trophies and uniforms [See Figure 5.3].

Figure 5.3: Athletics Section Ganymede Design Group. Athletics Section. Photograph.
Accessed April 1, 2021. https://ganymededesign.com/portfolio_page/remembering-ourindian-school-days-the-boarding-school-experience-heard-museum/.
In companion with the exhibit the Heard published a book, Away from Home:
American Indian Boarding School Experiences, 1879-2000 edited by Child, Archuleta,
and Lomawaima. The first edition was printed in 2000, and then reprinted in 2004 with
revisions, and again in 2009. The book includes both scholarship from the advisory
committee, and writings from Native authors, along with archival images from the
exhibit. The Heard also initiated programming around boarding school stories and
engaging with boarding school alumni, both in Phoenix and nationally. When the exhibit

10

See: Recent coverage of the Carlisle Indian Industrial School or Kamloops Indian Residential School
graveyards and repatriations.
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opened, they staged a reading of N. Scott Momaday’s (Kiowa) play “The Indolent Boys ”
(Lomawaima and Cantley 2019, 26).
“Remembering Our Indian School Days” became one of the Heard’s keystone
exhibits for almost two decades, a long time for a “short-term exhibit.” The boarding
school exhibit, along with the “HOME: Native People in the Southwest,” which opened
in 2005, increased Native visitation because Native visitors have been able to see their
stories represented more in the museum. The content takes historical and cultural
approaches over pure aesthetics. The boarding school exhibit has also been the most
commented on by both Native and non-Native visitors, many of whom were not aware of
the history (Lomawaima and Cantley 2019, 23).
The success of the “Remembering Our Indian School Days” surprised museum
administration and staff who had been resistant to the idea from the start, viewing it as an
unnecessary departure from the museum’s normal style and as too “political” for an artbased institution (Clark et al. 2019; Lomawaima 2019). As a result, the museum was not
prepared for the emotional impact the exhibit had on Native communities. The museum
had not necessarily thought about the exhibit in terms of historical trauma or prepared for
the possibility of emotional reactions to the exhibit.
I saw this version of the exhibit on my first visit to the Heard Museum on a family
vacation to Phoenix in 2007. I am almost certain that it was my first introduction to the
concept of Native American boarding schools. Even then, I found this odd because I grew
up in Philadelphia, less than 150 miles from Carlisle and went to a reasonably
progressive Quaker school that included non-white histories in its curriculum. I returned
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to the Heard Museum a few more times over the years before returning to do research on
the new version of the exhibit in the Summer of 2019.
The Heard started talking about updating the exhibit around 2016. At that point
the exhibit had long outlasted its original remit. Panels and cases were scratched by years
of visitors coming through the exhibit. Technical elements such as speakers and video
monitors were worn out and had to be fixed; the exhibit had to be “shocked back to life
on a daily basis” by museum staff (Clark et al. 2019). Staff felt that with the exhibit in
disrepair it gave a sense that the topic was less important than the pristine art exhibits
elsewhere in the museum, and that the museum did not care as much about the exhibit.
Staff also felt that the main message in the exhibit was muddled and had not been
clearly articulated. Since the exhibit ended by talking about the death and sickness at
boarding schools it made it seem like the majority of students did not survive. Guests
walked away without a clear picture of the lasting effects of boarding school experience
or even that there are still BIA operated schools today. The exhibit made it seem like it
was a problem that was solved, and all wrapped up, not a multigenerational wound that
still impacts Native communities today (Clark et al. 2019). This was not helped by a
major wayfinding issue. Many guests exited after the barber’s chair through a door back
to the main hallway thinking that was the end of the exhibit, and in turn missed the
majority of the exhibit. There was also a worry that the original exhibit was too dense and
“museum-y” with too much label text and long interview segments that overwhelmed the
visitor and left them without an understanding of the boarding school experience on a
personal level (Lomawaima 2019).
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Another major goal of the exhibit redesign was to correctly source all the images
used in the exhibit, and to have that material on hand when people asked for it. Librarian
Betty Murphy said she had visitors frequently come up to the library and ask about
photos in the exhibit. People would recognize family members or friends and ask for the
sources of the images or for copies to share with their families (Clark et al. 2019). But
since, according to conventional museum practice, exhibit materials do not enter the
archives until after an exhibit closes, the library staff could not help visitors reconnect
with their family histories. Additionally, people wanted to share their stories and
photographs with the museum and the archives were not set up to receive that material.
Identifying and naming students is part of a movement to reconnect commonly
reproduced images to individual and family histories. Doing so emphasizes each life that
was impacted by the violent educational policies and returns some agency to those
individuals (Williams 2019).
The Heard had drastically underestimated the amount of interest the exhibit would
garner, and re-structuring to support that interest and engage with the community was a
priority in planning for the new exhibit. As a result, boarding school stories and ephemera
became a major collecting area for both the Heard Museum and its archives. A major
portion of the NEH planning grant awarded in 2017 was to hire a project archivist to go
through all the material the Heard already held and to document where each image came
from (Clark et al. 2019). The archivist also built a comprehensive bibliography of works
about boarding school history and advised the Heard Library on rounding out their own
collection on the subject.
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A major question the advisory team had was how to update and reframe the
narrative in the exhibit to align with current scholarship, to complicate the oft-repeated
narrative of Native victimhood and cultural decline. They wanted to emphasize that there
is no one narrative of Native education or Native anything for that matter. Certainly, the
scholarship of the last twenty years has demonstrated this with regard to boarding schools
by showing how boarding schools also created economic opportunities through
vocational training and often became sites for the kind of pan-tribal connection that
ultimately led to movements like the American Indian Movement (AIM). The advisory
team wrestled with how to show stories of survivance and success without sidelining or
sweeping away the very real stories of abuse and trauma that came out of the schools,
while at the same time, emphasize that boarding schools changed over time, and that they
were changed through work by Native people (P. Talahongva 2019; Lomawaima 2019).
Ultimately, the team wanted to focus on survivance and the futures of Native education
and experiences, rather than ending the exhibit with death, as the first version had.

Evaluation Criteria
To evaluate the updated exhibit, I use Lindauer’s framework for “critical museum
visitorship,” as presented in her article “Critical Museum Visitorship” (2006). She lays
out steps to take a casual museum visit and view the museum and exhibits through a
critical lens, including pre-visit research or experiences with the institution, recording
first impressions of the museum such as architecture and how the entryway feels, then in
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the exhibit space to look at the display style and the written text. Lindauer asks us to
think critically about everything from display case arrangement and lighting to donor
lines and map labels (M. Lindauer 2006).
The exhibit that Lindauer uses in her case study is, coincidentally, also at the
Heard Museum. So, in addition to my own observations from my visits to the Heard, I
also have Linduaer’s own assessment of the Heard’s position and power dynamics,
specifically for the 2003 temporary exhibit of San Ildefonso pottery called “A Revolution
in the Making: The Pottery of Maria and Julian Martinez.” Lindauer describes the exhibit
as an “art display style” with tombstone style labels that emphasized an aesthetic
interpretation of the pottery. Her exception was the one documentary film included in the
exhibit that blurred the line between an aesthetic display style and anthropological
contextual approach, by including dialogue in Martinez’s native language and scenes of
San Ildefonso Pueblo and the pottery making process (M. Lindauer 2006, 210–11). The
exhibit posited the Martinez’s stylistic choices as a “revolution,” a departure from
traditional styles, but Lindauer points out that the exhibit text did not address the social or
economic factors of the Indian art market that could have been the impetus for these
stylistic changes. Instead, stylistic changes were presented as a result of dramatic artistic
choices detached from the market context (M. Lindauer 2006, 214).
Lindauer asks if the Heard is capable of mounting an exhibit that covers
“admiration for the aesthetic beauty of Martinez family pottery, explores the historical
context of a culturally, community-based economic revolution, and acknowledges the
intercultural paradox” of Native art. Such an exhibit would be in line with the mission
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statement of the Heard as Lindauer sees it (M. Lindauer 2006, 219). Lindauer points to
“Remembering Our Indian School Days: The Boarding School Experience,” the original
boarding school exhibit as a possible step towards a holistic portrayal of Native
experiences.
She also highlights the contradiction of the Heard’s architecture. The Heard
Museum is in a large stucco Spanish Colonial style building with open courtyards
between the wings of the museum, which creates lovely, shaded areas for visitors to rest
or enjoy food from the Museum’s two café options. But this architectural style is also
synonymous with the Spanish Mission infrastructure, the colonializing power of the
Phoenix area and the Southwest at large. This architectural style is a revival of the
original Mission style of the 16th and 17th centuries, so bringing this style forward to the
20th century is a choice to memorialize and celebrate the aesthetics early violent
colonialism. It is an example of an imperialist nostalgia, not just for the cultures
destroyed, but for the infrastructure through which it was done (Rosaldo 1989). It is a
nostalgia for a mythic frontier past from the early days of Southwestern colonial rule.
What does it mean for the Heards to build a museum of Native arts and culture in a
building that symbolizes the colonization and oppression of the Native cultures it wants
to honor and celebrate?
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Updated Exhibit
When I visited the Heard for research in the Summer of 2019 it was undergoing
major renovations that sealed off most of the courtyard with fencing, thereby funneling
visitors right into the museum’s main entrance and detracting from the usual leisurely
sense of entering the museum through the courtyards. This construction had also affected
the position of the admissions desk, now confined by false walls making the entryway
feel smaller and darker.
Upon entering the museum proper a volunteer usually greets you from the
information desk, suggesting starting your visit in the first floor “HOME: Native People
in the Southwest” or with the free public tours led daily by volunteers. “HOME” serves
as a keystone exhibit and an introduction to the Heard’s collections and the people and
tribes of the regions the collection encompasses. The exhibit is organized geographically
and tribally, inviting the visitor across the Four Corners area, and introducing them to
some of the Tribal communities that call the area home. The sections flow and overlap
serving to emphasize that the communities are not discreet entities but that they trade and
interact with each other and always have. The exhibit showcases objects from ancient to
modern including textiles, basketry, pottery, and silverwork. It also includes a life-size
recreation of a Navajo hogan. In many ways, “HOME” sits alongside “Away From
Home” as a departure from the work of a traditional art museum exhibit by structuring
itself around culture and history rather than aesthetics. They also work as a linguistic pair
making the “home” in “Away from Home” synonymous with the “home” in “HOME:
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Native People in the Southwest.” “HOME” works to contextualize the Heard’s
collections and makes sure every visitor has a basic understanding of Native American
experience with which to view the rest of the museum.
“Away From Home” is on the second floor of the museum and can be confusing

Figure 5.4: “HOME: Native People of the Southwest” Heard Museum. Photograph.
Accessed April 1, 2021. https://heard.org/about/history/.
to find. The Heard’s network of courtyards and balconies make wayfinding complicated
and verbal directions are often confusing. From the central stairway visitors walk up to a
balcony with hallways that lead to the library and office space. “Away From Home”
signage directs visitors down a carpeted ramp and hallway called the Nina Mason
Pullman Crosswalk which leads to the South Courtyard’s balcony.
From there the entrance of “Away From Home” is visible across the courtyard.
The entrance is in a small vestibule with a blown-up photo of the Chemawa Indian
Training School front gate in Salem, Oregon, on the wall [See Figure 5.5]. A panel on the
photo wall introduces visitors to the concept of Indian boarding schools and the history of
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the Heard’s boarding school exhibit. Across from the photo wall is a panel thanking the
financial sponsors and advisory teams of both the first and current exhibit.
Through the double doors into the exhibit is the introductory section. The main

Figure 5.5: Introductory Panel. Photo by Author, 2019
wall has the full exhibit title: “Away From Home: American Indian Boarding School
Stories” over a screen that cycles through small yearbook style photos of students from
Carlisle days through to the 1990s, putting real faces to every era of the story. The photos
provide a clear visual of how long boarding schools have existed and creates a continuity
of Indian education through today. The other panels in the introduction provide some
basic history to frame the concept of boarding schools in the context of nineteenth
century Indian policy, specifically with regard to land. The text introduces the concept of
Manifest Destiny and asks who benefits from a boarding school and allotment system.
Through the text, images, and map boarding school policy is situated as a labor and land
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issue that affects all Native communities not just children in school. Additionally, it
shows boarding schools as a deliberate tool of the United States government to further
subjugate Native people and force them into agrarian and capitalistic ways of life. The
last panel in this area introduces the learning as a culturally defined idea, emphasizing
that Native people have had ways of teaching their kids for hundreds of years that do not
look like Euro-American educational structures. This serves to counter the assumption
that Native parents and communities were not equipped to educate their own children.
The exhibit leads visitors along a curved wall and introduces the early days of
boarding schools through Pratt’s St. Augustine experiments and the coercive enrollment
practices of BIA officials under Commissioner Morgan. The panels are careful to
emphasize that not all Native children were taken to boarding schools but that the
“breakup of the family was difficult for everyone” (Wall Text: “Who Attended Boarding
School?” The Heard Museum 2019). They also include a panel about early resistance to
boarding schools, like the Hopi fathers who refused to send their children and were
incarcerated at Alcatraz. The curved hall is covered by photo murals of early school
buildings and groups of students and leads visitors through a replica of the Chemawa
entry arch that reads “Indian Training School.” Through the arch is one of the most
lasting visuals from the first exhibit: the barber’s chair. It is nearly the same as the first
exhibit but with clearer audio of the clippers and scissors. The text is the same quote from
a Carlisle student about cutting hair as a loss of identity:
The next day the torture began. The first thing they did was cut our hair… while we
were bathing our breechclouts were taken, and we were ordered to put on trousers.
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We’d lost our hair and we’d lost our clothes; with the two we’d lost our identity as
Indians. Asa Daklugie (Chiricahua Apache).
The barber chair is linked with a display on the wall to the left which takes up the
issue of the iconic before and after pictures made by John Choate at Carlisle [See Figure
5.6]. The photos were made to emphasize the “civilizing effect” of boarding school
education through the visual evidence of clothing, hair, and demeanor. The photos were
staged and manipulated in order to emphasize these changes (Mauro 2011). If visitors
have any knowledge of American Indian boarding school history these photos are often
what they can recognize (Clark et al. 2019).

Figure 5.6: Barber's Chair. Photo by Author, 2019
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Turning right from the barber’s chair is a large standing case with examples of
institutional school uniforms juxtaposed with examples of traditional Native children’s
clothing. The rest of this corner discusses health and safety in the schools which were
often rife with tuberculosis, lice, and other infections. A small inset wall case displays
some common medical tools and treatments of the time. The objects come from the
collection of the Medical Museum at Phoenix Baptist Hospital and are an example of the
exhibit using objects contemporaneous to the boarding school era but not directly from
boarding schools. The section also includes material about student’s emotional health and
wellbeing such as text about students missing out on traditional ceremonial life and
examples of letters to families from homesick students.
One of the major collecting areas the Heard has developed since the original
exhibit is boarding school ephemera and memorabilia. Schools often produced books and
souvenirs to sell and give to white donors to encourage them to support the school. The
exhibit displays a photobook from Carlisle and a silver souvenir spoon from Phoenix
Indian School. The entire exhibit often uses Phoenix Indian School as an example and
special case study since visitors are often familiar with local landmarks like Indian
School Road but may not know where the name came from.
The next section uses the same design as the original exhibit, with a set of smaller
rooms off a main hall. The small rooms have cases set into the side walls and dark
wooden doors with propped open transom windows, giving the sense of an early
twentieth-century school building. The first is a mock classroom with desks and a
chalkboard [See Figure 5.7]. This room discusses the balance between academic and
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vocational training, as well as the outing program as developed by Pratt at Carlisle. There
are two case studies on the exhibit rail dividing the room, one about Estelle Reel’s
curriculum reforms and efforts to standardize it across the country, and the other with the
life history of one student, Annie Coodlalook (Inupiaq) who attended Carlisle and later
returned to her hometown in Alaska to teach as a missionary. The major framing device
for this section is the idea of citizenship and how boarding schools were used to mould
children into proper American citizens, even without the full benefits of citizenship like
voting. This is reinforced through the writing on the chalkboard which asks, “Who is a
citizen?” in neat cursive.

Figure 5.7: Mock Classroom. Photo by Author, 2019
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Across the hall, a mock dorm room introduces the struggles of institutional life for
students, such as the drastic diet change, militarized drills, forced religious conversion,
and the structures of punishment used to control students [See Figure 5.8]. The panel text
also introduces the idea of student resistance to boarding school assimilation tactics.
Student resistance took many forms from larger scale campaigns by groups of students to
just a few students speaking their languages or performing forbidden ceremonies. This
comes directly from Lomawaima’s book They Called it Prairie Light (Lomawaima
1994). Once again, the exhibit uses photos and artifacts from Phoenix Indian as an
example to ground the history within a local framework.

Figure 5.8: Mock Dorm Room. Photo by Author, 2019
The last small room focuses on the various systems of art education used at
boarding schools, particularly the introduction of Native craft and aesthetics. Both Estelle
Reel’s Uniform Course of Study and later efforts such as the work of Angel DeCora are
showcased. Cases show the work of other Native artists who taught painting and helped
to develop what we know today as the “flat southwest style of Native painting.” Reel was
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interested in preserving native arts as another method of economic self-sufficiency,
arguing that students could support themselves by making art for the rapidly growing
tourist trade. This section displays examples of painting and ceramics from each era of
Native art education [See Figure 5.9].

Figure 5.9: Display of Student Art. Photo by Author, 2019
Around the corner is a more open area that focuses on the second half of the 20th
century, and the Indigenization of American Indian education. The cases in this section
are aligned along the wall and feel almost like trophy cases in a school hallway. The main
visuals in this section are images and objects related to sports and music at boarding
school: band uniforms, sports trophies, and football pads. The panels talk about how
sports were used to instill American values of masculinity and provided an outlet for
what was understood as a natural competitiveness in Native men. The same was true of
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performing arts that taught discipline and American history through music and staged
pageants. The exhibit includes a special focus on Indian Princess pageants, which were
an important outlet for Native girls to express and celebrate their identity, which was
otherwise sublimated by the boarding school system. The exhibit is able to include these
events because Indian Princess pageants were a part of the late 20th century boarding
school experience and so there are more people who remember them and were able to
donate items to be displayed, such as silver and beadwork crowns and regalia.
These more Native-centered practices were part of the Indigenization of boarding
schools when control of the schools and the curriculum shifted from the BIA to the tribes.
There were more Native teachers and administrators who helped create opportunities for
the celebration of Indigenous identity. This section also emphasizes how boarding
schools fostered inter-tribal relationships, creating marriages, friendships, and alliances
that became part of late 20th century pan-tribal movements like the American Indian
Movement.
This section also includes a case about the print shops that many schools had. The
shops often published school newspapers or other circulars for donors and families, and
in later years some books were printed in Native languages. The label addresses how
these publications represented sites of resistance, giving students an opportunity to subtly
critique the school’s assimilationist agenda. The school presses were also used for
pushing their assimilationist agenda, so those tensions often showed up in the pages of
these publications, tensions that have been receiving some scholarly attention (Fields
2008; Williams 2019).
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At this point in the exhibit, the text introduces the present state of boarding
schools and Native education more generally. The Indian Self-Determination and
Education Assistance Act passed in 1975 by the U.S. Congress decentralized Indian
education and emphasized the local and tribal control that led to many of the federally
run boarding schools closing in the 1980s. Because the state of Indian education today
was one of the main questions visitors had coming out of the old exhibit, the team wanted
to be sure to emphasize how the remaining boarding schools have been transformed by
Native people to make them an asset to many communities today.
The last section of the exhibit introduces the concepts of survivance and
reconciliation to visitors. It attempts to tread the fine line by showing how Native people
have thrived both because and in spite of boarding schools, while also balancing the very
real trauma alongside people’s good experiences. The curators selected examples of
contemporary art on the subject of boarding schools that honor that complicated history.
They chose a quilt [See Figure 5.10] made by Susan Hudson (Navajo) about the harsh
assimilationists policies of the boarding school assembly line and one of Shan Goshorn’s
(Eastern Band of Cherokee) baskets, which use paper to weave out archival images of
Hampton students. The exhibit also engages with current reconciliation and healing
efforts such as the Carlisle repatriations, to show some of the lasting legacy of boarding
schools on communities today. One of the last panels also places U.S. boarding schools
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alongside the other settler nations such as, Canada, New Zealand, and Australia, which
had similar programs of assimilatory education for their Indigenous populations.

Figure 5.10: Susan Hudson Quilt. Photo by Author, 2019
The centerpiece of this section is the interactive map of United States boarding
schools, and a list of schools by state, indicating which are still operational. From the
same touchscreen the visitor can access the interactive timeline of boarding school
history and reforms that is woven throughout the rest the exhibit on earlier screens. In an
adjacent alcove, visitors can watch any of the video interviews they may have missed or
wanted to revisit from the whole exhibit. From here the visitor exits the exhibit through
double doors into a gallery with examples of Indigenous art from outside North America.
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The doors also have text suggesting that visitors interested in the exhibit go around to the
beginning of the exhibit, in an effort to preserve the experience.
This major exhibit update also included a new set of boarding school teaching
resources from the Heard Museum. The museum created a new website that includes
most of the content of the actual exhibit as well as a summary of the previous exhibit.
The education staff wanted to make the exhibit content more accessible for teachers who
cannot bring their classes to the exhibit. The website includes a bibliography and a list of
other Indian school sites and Native advocacy organizations for people interested in
learning more.

Figure 5.11: Exhibit Website Homepage. Screenshot, April 2021
The education department also wrote a new high school level curriculum and
compiled a set of primary sources and images for teachers to use on their own or in
conjunction with a field trip to the museum. The curriculum plan is linked to the Arizona
high school standards for social science, but is easily adaptable to other states or age
groups. The plan relies heavily on images used in the exhibit and asks students for close
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readings and analysis. It also comes with a bibliography for further reading for both
students and teachers (Nieto and Moradian 2019).
The main exhibit has also been adapted as a National Endowment for the
Humanities traveling exhibit, in partnership with the Mid-Atlantic Arts Alliance; it has
been fully booked since it started. The traveling version is made up of panels with images
and text, and is available to museums, schools, and community centers for a fee of $1,000
(National Endowment for the Humanities n.d.).

Conclusion
“Away From Home” reopened in January 2019 to positive press, and won the
2020 American Association of State and Local History (AASLH) Leadership in History
Award (AASLH 2020). The exhibit feels new and shiny and somehow more spacious,
even though there is actually no square footage added (Clark et al. 2019). The new digital
timeline anchors the exhibit material to American history in a way the average visitor can
connect with while still complicating their understanding of that history.
The emphasis on land and Manifest Destiny at the start of the exhibit frames
boarding schools within a larger colonial narrative, even if the Heard does not explicitly
name it as such. The panel on the labor and land benefits of boarding schools refers to
allotment as “allow[ing] settlers to colonize the ‘surplus’ land” (Wall Text: “Who
Benefited From American Indian Boarding Schools?” The Heard Museum 2019). This
phrasing abdicates some of the guilt from the government, and onto individual settler
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families, as if Dawes allotment theft was not actively encouraged, it makes settler
colonialism seem like an individual project rather than a political and societal one. The
other use of the word colonization is in the last room on the panel about boarding schools
in a global context, and even there it does not explicitly name the United States
government as colonial.
In this way, the new exhibit takes steps towards a more radical understanding of
Indigenous experience, but falls short in directly addressing and naming settler
colonialism as a present and ongoing issue. The exhibit recognizes the lasting impacts of
boarding schools on Native people today but not that settler colonialism is a continuing
state under which Native people still live, and more, is a system in which museums are
inextricably involved.
Another major step towards centering Native people in the exhibit is the behind
the scenes work to collect and collate background information on the images used in the
exhibit and make those available to descendants and families at their request. This work
is in line with other projects like the work at Carlisle by Barbara Landis (2016) and the
proposed project for the new boarding school commission under Secretary Haaland. It is
an example of the Heard focusing on helping Indian families heal some of the pain from
the legacy of boarding schools. The fact that they did not anticipate this need in the first
version of the exhibit shows that they were not necessarily thinking of the emotional
effect the exhibit would have on Native visitors, or at least not prioritizing this aspect of
the exhibit. But the updated exhibit includes more examples of named students and
emphasizes their individual experiences, such as the quote from Asa Daklugie and
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biographies like Annie Coodlalook’s, as well as the examples of student letters in the
homesickness section.
The Heard wants to be pro-Indian and to be seen as pro-Indian, and they do better
than many museums that curate Native stories, but they could go further. A major step for
this would be recognizing their own position within settler colonialism, and specifically
in Arizona and the American southwest. Their architecture is a visual reminder of
Spanish mission-based colonialism, and the choice to maintain this building implies a
nostalgia for that colonial period. Mission revival is a common architecture choice for the
American southwest, but it cannot be a neutral one for a museum which collects and
displays the art and histories of Native people who were directly harmed and
disenfranchised by those same missions this style evokes. The style places the Heard
Museum within a wider geography of the American Southwest that reifies its colonial
history, and identifies it with other historical sites of colonial trauma such as Spanish
Missions themselves (S. A. Smith and Foote 2017, 133 Table 1).
Their original collection was built at a time where collecting was often an
exploitive process (Kidwell 1999). The type of art that their largely white visitorship is
fond of is an aesthetic honed and codified through the tourist trade and commodification
of Indian art (Hutchinson 2009, 223). In short, their legacy as a museum built in the early
days of the settling of Arizona inextricably ties them to the colonial history of Phoenix,
and to take the next step they need to acknowledge this fact.
There is currently no land acknowledgement on the Heard website or in any
printed material I have been able to find. Some institutions eschew the concept of land
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acknowledgements, finding them to be rote platitudes that absolve an institution from
doing real relationship building work with Indigenous communities, and often replace
their acknowledgment with more specific recognition statements tailored to events or
relationships. This does not seem to be the case with the Heard as far as I can tell. The
closest alternative seems to be the 2013 American Indian Advisory Committee resolution,
which establishes a committee under the board to “to facilitate continued dialog [sic] and
engagement with the Museum’s American Indian constituencies in consultation with the
Museum Director and key Museum staff” and to ensure a commitment to collaboration
and engagement with the Southwest tribes, and Indian country at large (Heard Museum
Board of Trustees 2013).
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Chapter 6: Phoenix Indian School Visitors Center
My second major fieldwork site is the Phoenix Indian School Visitor Center
(PISVC) which is operated by Native community organizations and commemorates the
history of Phoenix Indian School (PIS) and its students. PISVC sits in the center of the
Steele Indian School Park, one of the few open green spaces in Phoenix. The park runs
north/south along Central Avenue and the light rail route, and just south of Indian School
Road, named for PIS during the school’s heyday. The park consists of walking trails, a
large pond, a dog park, and a playground. At the center are the three remaining buildings
from PIS: the Dining Hall, Memorial Hall, and the Band/Elementary School Building.
The park was first proposed at the closing of PIS and took on many forms throughout the
complicated planning around what to do with the nearly 100-acres of the original PIS
site. This chapter will offer a short history of the Phoenix Indian School followed by a
more in-depth look at how the park and visitor center came to be through back and forth
with federal, state, and city governments as well as various property management firms. I
interviewed two people about PISVC, sisters and alumna Patty and Rosalie Talahongva
(Hopi), who founded and now run PISVC respectively. Each sister told me both about
their own experiences at PIS and about their own involvement with the visitor center and
the work to honor the histories of Indian education.
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History of PIS
Phoenix Indian School opened as The United States Industrial Indian School at
Phoenix in 1891. The original iteration of the school enrolled students ages five to
eighteen and emphasized trade skills like other boarding schools of the same era:
carpentry and blacksmithing for boys and cooking and household maintenance for girls,
as well as an outing system like the one created by Pratt at Carlisle (O. Lindauer 2009,
87). At the time, Phoenix was a small city and the school brought an influx of federal
funding as well as free labor from the outing system, to the growing urban community
(Bess 2017, 33). The city of Phoenix put up a portion of the money towards the school,
both for these economic reasons, and to support the perceived humanitarian good that the
school could provide (Udall et al. 1987, 40). The site at Central and what would become
known as Indian School Road, was at the time about a mile north of the main settlement
and as such, relatively rural, allowing space for farming and livestock to support the
school. This labor, as well as almost all of the upkeep of the school was done by students
(Trennert 1988, 47). PIS was one of the largest boarding schools in the west, with
enrolment sometimes nearing one thousand in the mid twentieth century. The second
school superintendent, Samuel M. McCowan, attempted to grow the student body as well
as diversify it beyond the more local Arizona tribes, drawing from the Mountain West
and as far as California (Bess 2017, 33).
In the latter half of the twentieth century PIS followed the trend of Indigenization
of many federal boarding schools. Vocational training was de-emphasized, and
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academics were strengthened, but still not up to the level of mainstream public high
schools. Additionally, the schools hired more Native teachers and included more Native
values, histories, and traditions in the curriculum. By the 1980s sending your children to
PIS was viewed as one of the best options for their education. There were few high
schools on or near most reservations, and often their academics were even worse than
those at PIS. Phoenix Indian also provided much needed structure for some students who
struggled with mental health or family issues at home. Students also appreciated the
opportunity to go to school in an urban setting with classmates from diverse backgrounds,
as well as the future opportunities that a PIS education could provide (Udall et al. 1987,
81). Many tribal leaders and prominent figures in Arizona and the surrounding area are
PIS alumni, creating a network of alumni and families with strong connections to the
school.

PIS Closure
Federal legislation passed in 1988 that mandated the closure of the PIS and
initiated the complicated land swap that would follow (Johnston 1988). The law was
based on a November 1986 assessment of the budget, academics, and programming of
PIS by the Department of the Interior. The report recommended that the school be closed
at the end of the 1986-87 school year because of already declining enrollment, and
further projected decline. The report focused on statistics like “dormitory utilization
rates” and the cost effectiveness of running both PIS and Sherman Indian School in
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California when both were operating below 50% capacity (Udall et al. 1987, 20–24).
Interior suggested that the remaining students at PIS be enrolled at Sherman for the rest
of their education. A main reason for the projected decline in enrollment was the opening
of a new Junior/Senior High School in the Hopi Nation in 1986 and a new day school
opening the same year in the Tohono O’odham Nation. The new schools allowed students
to be enrolled at schools in their communities, which aligned with larger Indian education
policies of the time, attempting to phase out boarding schools for more localized day
school options (Udall et al. 1987, 20).
The report did acknowlege that students and families do choose boarding schools
for reasons other than a lack of local options, such as an interest in an urban experience,
or a need for the greater structure and support a boarding school can provide for students
struggling with behavioral or stubstance abuse issues. Boarding schools removed students
from potentially unhealthy home enviroments and had more supervision as well as onsite
access to Indian Health Service programs. However, the Department of the Interior
argues that it was not the purpose of boarding schools to accommodate students with
substance abuse issues, and that another sort of residential facilitiy for youth and young
adults in need of this type of support should be set up, with staff trained specifically to
help these students (Udall et al. 1987, 35–36).
The Inter-Tribal Council of Arizona (ITCA) opposed the closure of the school
with the reasonings of the Interior report. Their main complaint was that there was no
concrete plan to support the remaining students who could not be served by day school or
public-school options. The report had suggested a variety of solutions, but none of them
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were firm plans that came with funding and institutional support. The ITCA and Tribal
representatives’ own evaluation suggested that both off-reservation boarding schools
remain open, in addition to developing local education and social services (Udall et al.
1987, 88). They strongly objected to sending Arizona children to Sherman in California,
seeing it as a direct contradiction of the current BIA policy of local education, as well as
making it harder for students to return home or for families to visit school for things like
graduations and sporting events (Udall et al. 1987, 89–90). They attributed PIS’s lower
test scores and graduation rates to the BIA’s inability to meet funding commitments and
provide adequate resources and support to students and staff, rather than anything
inherently wrong with the Phoenix school, as seemed to be suggested by Interior.
The ITCA requested that, if the school were to be closed, Interior should give a
firm commitment to the creation of a separate institution for students with behavioral
health and substance abuse issues, ideally in the Phoenix area to best serve Arizona’s
urban Indian population, as well as to the preservation of at least some of the PIS
buildings for their historic and cultural value to Arizona’s native community. The ITCA
requested that they, or another Native organization be included in any planning for the
land, and for 45% of the profits from the sale of the Indian School land be put in a trust
for Arizona tribes, and for ownership of at least some of the land be transferred to the
tribal governments of Arizona (Udall et al. 1987, 84). All parties involved agreed that the
priority of these discussions should be Indian education but could not commit with
concrete plans or funding for either maintaining PIS or opening an alternative option.
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Steele Indian School Park
The closure of PIS was part of an intricate land swap between the Department of
the Interior and the Naples, Florida based property development firm Barron Collier.
Collier would give Interior 108 thousand acres of land in the Everglades to be absorbed
into the Everglades National Park in exchange for ownership and development rights to
88 acres of the Indian School site. Twenty of the remaining acres were set aside for a
public park, and ten set aside for an expansion of the adjacent Veterans Administration
Hospital. The deal also included 35 million dollars for Indian education (Harris 1991).
The first iteration of this deal was written without input from either the City of Phoenix
or the Arizona Indian communities. The city objected to such a large development in the
central corridor of their expanding downtown, wanting to maintain a mix of residential
and commercial properties as the city crept up Central Avenue. There were also
significant zoning questions since the land had been federal property and never zoned for
either commercial or residential use by the city. Local business owners objected to the
deal because of the perceived special treatment given to Collier in bypassing regular city
zoning procedures (Valdez 1991). Eventually the deal was delayed because there was no
clear plan for the developments or resolution of what would happen to the current PIS
students. PIS and the ITCA requested that the closure of the school be delayed two years
to the spring of 1990 in order to let some remaining students graduate and sort out the
future education of the other students.
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Phoenix Indian School held their final graduation ceremony on May 24th of 1990.
It was part of a three-day celebration of the history and successes of PIS attended by
many prominent figures in the southwest Native community who had attended PIS
(Sidner 1990). The events also emphasized the importance of preserving the history
through protecting some of the older buildings and memorabilia of the school. It was
decided by the city that three buildings along the main pathway of the school would be
kept: the band building, the dining hall, and Memorial Hall. This effort was led by
Arizona State University professor of architecture Michael Boyle, who assigned his
students to study the planning projects and preservation possibilities of the Indian School
site. In press coverage of the school’s closing Boyle himself emphasized the importance
of the buildings as examples of the Mission Revival style and the thousands of student’s
names carved into bricks on Memorial Hall. Boyle also initiated the bid for the three
remaining buildings to be put on the National Register of Historic Places, which would
happen in 2001 (Mills 1990; Bingham 1990a). The Department of the Interior agreed to
pay for the upkeep of these three buildings until the land handover went through but
would not pay for any renovation or refurbishments (Bingham 1990b).
Meanwhile the back and forth about the development and park plans continued in
the press and in countless public meetings and press conferences by local politicians and
representatives from Collier. Their plans also included a Native cultural center, but
without a clear answer to who would run it or pay for it. The deadline for the deal passed
in May of 1991 with the city threatening to sue the federal government over the issue and
a new deadline of November 1991 was set (Arizona Daily Star 1991).
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The final piece came in September 1991when the city and Collier agreed on a
second land swap within the original swap proposed by the federal government. The city
would give Collier two whole city blocks in the heart of downtown Phoenix next to the
new Suns basketball arena and fifteen acres of the PIS site, mostly as commercial
frontage onto Central Avenue in exchange for the remainder of the Indian School site
land (Nilsson 1991). This version of the deal was finalized and passed in December when
Collier agreed to pay the $800,000 for asbestos removal in the three historic buildings.
The final deal traded 108,000 acres of Everglades land and 50 million dollars to the
Department of the Interior and 35 million dollars to a trust for Indian education
administered by the BIA with tribal input. Collier would get the two blocks downtown
and the fifteen acres on Central. The Veterans Administration would get their promised
portion for a hospital expansion. The City of Phoenix would get the remaining seventythree acres of the PIS site as a public park but would need to plan and fund it themselves
(Harris 1991).
The city began raising the funds and in 1997 the Steele Foundation of Arizona
donated $2.5 million to put their name on the park (Schwartz 1997). The Steele
foundation supports children’s education programs across Arizona. In May of 2001 the
National Register of Historic Places listed the Phoenix Indian School Historic District,
which collected the three remaining buildings as well as the surrounding area more
generally (M. J. Tippeconnic Fox and Tippeconnic Fox 2012). Their historic significance
was mostly argued through their importance as examples of various stages of Phoenix
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area architectural history, rather than their importance as sites of Indian education history
(Garrison and Osmon 2001).

Figure 6.1: Map of Steele Indian School Park. Google Maps
The first 50 acres of the park opened with a public ceremony in November of
2001. So far the project had been designed by Ten Eyck Landscape Architects in
conversation with Arizona tribes and had cost $13.5 million (M. J. Tippeconnic Fox and
Tippeconnic Fox 2012).11 The park design emphasizes the site’s history as a school and
as a site of Native history. The 15-acre entry garden is designed to resemble the
O’Odhom symbol I’itoi, The Man in The Maze, and contains indigenous flora and poetry

11

The 15-acre Collier section is still in flux, but has most recently been rezoned as walkable urban
space, with a mix of commercial and residential buildings, but has been delayed due to Covid-19 (PHX
Urbanist 2020).
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by Native poets [See Figure 6.2]. The main section of the park is centered around a
fountain called The Circle of Life which is surrounded by a large circular pathway that
encloses the three remaining Phoenix Indian School buildings [See Figure 6.2]. The
fountain runs the entire north-south diameter of this circle. To the east of the Circle of
Life is the Elder’s Grove of palo verde trees planted around a circle of large flat stones
meant to serve as seats in the quieter shaded area. Elsewhere in the park there are
memorial spaces to honor the victims of domestic violence and Native American veterans
of foreign wars (“Parks and Recreation Steele Indian School Park” n.d.; Ettenborough
2002). There is also a 1500 seat outdoor amphitheater and large green spaces used for
festivals and fairs throughout the year, along with trails, a dog park, and a playground.

Figure 6.2: Detail of Steele Indian School Park. Google Maps
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On the wide circular pathway around the three remaining buildings a series of
twenty-eight panels on “light standards” display pictures and stories from the school
along with text emphasizing the student experience in accessible narrative language [See
Figure 6.3] (Arizona Republic 2001). The curved pathway that encircles the three serves
as a timeline of the school’s history. Years carved into pavers and panels are spaced out
along the timeline, corresponding to events in the school’s history.

Figure 6.3: Informational Panel. Photo by author 2019
After a protracted argument about who owned the buildings and therefore who
was responsible for their upkeep and any possible restoration projects it was decided that
the buildings would be operated jointly by the City of Phoenix, the Phoenix Indian
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Center, and Native American Connections. All three buildings face on to what was
Midway Street, the palm tree-lined main east-west artery of the campus that was
preserved in the creation of the park as a wide paved path.
The westmost building, Memorial Hall was originally built in 1922 as an
auditorium, and dedicated as a memorial to the students and alumni who had lost their
lives fighting for the United States in World War I. Additionally, the school built a stone
memorial with the names of those who served and the school motto to sit directly outside
of the hall, which still stands today (J. Tippeconnic Fox and Tippeconnic Fox 2012b).
Memorial Hall was reopened in 2008 by the city as an event space available for rent for
community meetings and cultural events. In the process of repurposing Memorial Hall
five million dollars worth of renovations were done to update the plumbing and electric
systems as well as rehabbing the original wooden floors, decoration, and seating (US
Federal News Service 2008). The restoration works also included preserving and
protecting the thousands of student names and dates carved into the bricks on the outside
east wall of the building [See Figure 6.4] (J. Tippeconnic Fox and Tippeconnic Fox
2012b; Fewkes and Leddick 1989b).
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Figure 6.4: Memorial Hall Bricks Arroyo Rodriguez, Nadine. 2014. Photograph.
https://kjzz.org/file/458226.

The easternmost building is the oldest of the three, a 1900 auditorium turned into
a dining hall in 1904 and expanded multiple times through the 1940s [See Figure 6.5].
The Dining Hall is the earliest mission style building on the PIS campus, and it is not
clear if this style was chosen by the architects because it was popular at the time or if it
was chosen by the school or BIA in order to evoke the assimilationist ethos of earlier
mission schools in the southwest (J. Tippeconnic Fox and Tippeconnic Fox 2012a;
Fewkes and Leddick 1989a). Mission style is a revivalist style that is a nostalgia for a
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perceived romantic colonial past. PIS enrolled students from tribes across the southwest
and into California, many of whose own ancestors had been involved in the original
mission infrastructure that still exists on the landscape. It is likely that this architecture
reminded them both of their homes, and that legacy of colonialism, whether that was
intended by PIS or the architects or not.

Figure 6.5: South Facade of Dining Hall. Fewkes, N., and D. Leddick. Phoenix Indian
School, Dining Hall, Northeast Corner of Central Avenue & Indian School Road,
Phoenix, Maricopa County, AZ. December 1989. Photograph, 4 x 5 in.
https://www.loc.gov/pictures/item/az0411.photos.180619p/.
While there has been some restoration and stabilization work on this building, it
has remained empty since the closure of the school in 1990. There have been many
proposals for the space since the early planning days of the park, in 2008 the Gila River
Indian Community donated $125,000 towards the renovation of the building (Wong
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2008). Most recently the Arizona American Indian Tourism Association has promised to
turn it into a cultural center and tourist bureau for the tribes of Arizona (Krol 2018; Allen
2018).
The third remaining building houses the Phoenix Indian School Visitor Center.
Built in 1930 and originally used as elementary school classrooms, it is best known for
housing the PIS band from 1964 to the school’s closure in 1990 [See Figure 6.6]. Since
the 1930s brought about many policy changes that reduced the number of elementary
students in the boarding school system, it became the Navajo Department from 19471963 (J. Tippeconnic Fox and Tippeconnic Fox 2012c). The Special Navajo Program was
a program run through the BIA at various boarding schools to provide underserved
Navajo youth ages 12-18 specifically, with an eighth grade level education at an
expedited pace (Coombs 1962). In 1964, the building became the practice space for the
PIS Band, one of the most well remembered elements of PIS. The band was often asked
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to play at city events and parades and had opportunities to travel around the country and
abroad for concert tours, including excursions to world’s fairs and other expositions.

Figure 6.6: Facade of Phoenix Indian School Visitors Center. Phoenix Indian Center.
“Phoenix Indian School Visitor Center.” Phoenix Indian Center. Accessed March 17,
2021. https://phxindcenter.org/phoenix-indian-school-visitor-center/.

Phoenix Indian School Visitors Center
The Phoenix Indian School Visitor center is the final result many years of
planning, but only started coming to fruition in 2008. Native American Connections, a
Phoenix advocacy organization that focuses on community health and affordable housing
for the local Native population, and The Phoenix Indian Center, a local organization
focused on job training and youth programs for the urban Native community, came
together as the Phoenix Indian School Legacy Project, to renovate the band building and
create the Phoenix Indian School Visitor Center. To run the project, they hired Patty
Talahongva, a local news reporter and alumna of PIS, although Native American
Connections did not know that at the time:
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I'm in the interview, …, the committee told me “We want to renovate one of the
buildings leftover from the Phoenix Indian school.” And I said, "Oh, you know, okay,
this is pretty cool.” And then they proceeded to tell me all about the Phoenix Indian
school, and there was like four or five people on the panel. And, I'm being polite,
right? I'm just listening. Okay. So, I didn't interrupt them. Well finally, you know, one
of them stopped and said, well, do you know much about the Indian school? And, uh,
that was my opening. And I said, well, uh, yes, I went to school there and I think
everyone just about fell off of the chairs, you know, because, they didn't know that
about me (P. Talahongva 2019).
Patty had also produced and narrated a video about the remaining buildings put together
by community members to lobby the City Council just a few years before.
Once she officially had the job Patty set about planning the renovations with the
city and visiting each tribe in Arizona to get their buy in and support for the project. She
held informational meetings with tribal councils and listening sessions in Phoenix with
City officials, alumni, and other community members to hear what people wanted the
visitor center to be. Everyone was excited about the prospect of using the music building
and the idea of making sure the visitor center could be a multipurpose space, both an
educational gallery and a community space (P. Talahongva 2019). The building
renovations cost $1.5 million, plus another $400,000 in technology and for the
commercial kitchen (Trimble 2017).
Patty began to put together the collection that would eventually be displayed in
the gallery through donations from the community, archival photos and documents from
the Heard Museum’s library, and a few things that the city had saved when originally
shutting down the school. Rosalie, who now runs the visitor center, told me a story about
how during the renovation of Memorial Hall a city worker had found a large box full of
athletic trophies in a closet. The liaison for Memorial Hall luckily had Rosalie’s number
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and called her. The trophies are now one of the key sets of objects on display in the
gallery (R. Talahongva 2019).
During the renovation of the band building, there was a small version of the future
exhibit put up at Heritage Square historic site. It included objects collected specifically
for the visitor center as well as objects from the Heard Museum’s, then under renovation,
boarding school exhibit from PIS (“Heard Museum’s Photos, Historic Objects from
Former Phoenix Indian School in Exhibit at Heritage Square Sept. 25-Dec. 31” n.d.). The
Visitor Center opened on October 14, 2017, with a parade and a mayoral visit (Trimble
2017).
The Phoenix Indian School Visitor Center contains both gallery space and spaces
to be used for community events and educational programming. The main gallery space
is to the right as you walk up the steps into the building and off the gallery are the
curator’s office and a small reflection space with resources about historical trauma and
boarding school history. Across from the gallery are the bathrooms, and the conference
room. The conference room is designed to be used as a meeting space both for the
organizations that support PISVC and also to be available to other groups through rental.
It has a long boardroom style table with high backed chairs, and a up to date
technological suite for presentations and video conferencing.
Past the gallery is a meeting space which seats 120 and a smaller classroom that
seats twenty-five. Both are equipped with projectors and A/V systems for all kinds of
media and presentations. There is also a commercial catering kitchen, intended to serve
when the center hosts conferences and events. Native Connections and other stakeholders
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felt that including a kitchen was important in light of the role boarding schools played in
breaking down traditional Native foodways by enforcing a diet of more processed and
Americanized food. Now the space is able to be used by Native chefs to honor and share
traditional Native food alongside all kinds of events that use the space (R. Talahongva
2019). The whole space is available to community and tribal organizations for rental
(“Phoenix Indian School Visitor Center” n.d.). The space has been used by the Arizona
Intertribal Chamber of Commerce, organizations focused on job training, Native youth
groups, and for screenings and lectures for the wider community (R. Talahongva 2019; P.
Talahongva 2019). The space has also hosted for teacher development workshops on
Native topics organized through the Phoenix School District and the Heard Museum.

My Visit
When I visited in August of 2019, Rosalie Talahongva (Hopi), the current curator
of PISVC sat down with me in the main room after an event to talk about both her
experience as a student at PIS and with running PISVC. Rosalie attended PIS for one year
when in eighth grade. She told me about how she tested out of every math class within
the first week and got sent to Phoenix Central High School for one period a day to attend
a math class. Phoenix Central is just north from PIS, at the very edge of what is now
Steele Indian School Park. Rosalie was shown where to crawl through a hole in the PIS
fence to get onto the Phoenix Central campus but not where her math class would be or
how to find the main office. She said that taking that one math class messed up her entire
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class schedule because PIS used different class periods than Phoenix Central. Rosalie told
me that this experience was what really showed her that PIS was not focused on
academics and could not give her the kind of education she wanted. She ended up
returning to Flagstaff High School for the rest of her education. PIS was a hard
experience for her; she felt she was not ready to leave home and was too introverted for
the intense social experience of boarding school, in comparison to her older sister Patty
who thrived on it.
Rosalie walked with me through the small gallery space and told me stories about
some of the photographs and news clippings. The gallery space is separated from the
hallway by large glass sliding barn doors and glass panels that have translucent
reproductions of archival photographs of students on them. Inside the gallery there are a
few freestanding glass cases with artifacts, mostly the rescued trophies. On the wall to the
right of the entry is a small set of printed panels with a short history of Indian education
and its assimilatory goals. A taller case in one corner has examples of student work.
These include some small, welded toys from the 1970s made of screws and scrap metal
by a student in his free time. There are small metal cannons with hose valves as wheels,
and a little bug with a spring for a body [See Figure 6.7]. These sculptures were sold by
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the student to make pocket money. The ones on display were purchased and donated by
Dr. Wayne Mitchell, who taught at PIS.

Figure 6.7: Metal toys made by students. Photo by Author
On the walls are news clippings of coverage about PIS students and alumni, as
well as coverage of public events like band concerts and world’s fairs visits. For the most
part, these clippings are mounted on card stock, laminated, or pressed into the pages of
photo albums. They were donated by alumni and community members who had saved
them over the years. The condition of the clippings varies widely, and poor mounting and
no UV protection cannot be helping to preserve them. Many of the clippings and photos
are not attributed to either specific donors or specific newspapers and lack specific dates.
For the most part this could be remedied by some archival detective work, but this has
not been a priority for PISVC’s limited staff and budget. Having Rosalie or another guide
there to narrate the experience adds background missing from the label text.
Many of the clippings and photos are about the PIS band, undoubtedly because it
was one of the more visible elements of the school and the city and community was
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proud of it [See Figure 6.8]. There are reproductions of photos of band students in their
military-style uniforms and posed in front of American flags, as well as performing on
visits to reservation communities. Rosalie told me a story about how she had gone on a
tour around Arizona with the band to play on reservations, and how she only realized
later that she was essentially being used as a recruitment tool (R. Talahongva 2019). One
clipping is of an article by Patty from 1979 in the Teen Gazette about the PIS student
body titled “Phoenix Indian School a Tribal Melting Pot,” an artifact of her early start in
journalism. Another article from the Teen Gazette tells of an exchange program that
brought both American non-Native students and international students to PIS. A long low
velvet lined case contains objects from a time capsule buried by students in 1949, one of
two found during demolition and construction on the site. The objects include a several
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corroded pens, a pair of hoop earrings, a small heart-shaped locket, a coin, and a cuff
bracelet with inlaid white stones.

Figure 6.8: Photos and News Clippings. Photo by Author
While talking with Rosalie, she emphasized to me how the building was built by
students, and how they made efforts to preserve the original wood and brickwork and to
keep it visible in the final building in order to honor that history. Similarly, both Patty
and Rosalie told me about the names etched into the bricks, and how they are a vital
aspect of PIS history that needs to be preserved, but more importantly. how they
represent the small acts of defiance by students on a daily basis. These kids were defacing
public property, federal property, and claiming it as theirs and leaving their mark on the
physicality of the colonial institution. They were asserting an individuality that was
constantly under siege from the PIS curriculum and administration.
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When Patty and Rosalie lead tours for students today, they emphasize the work of
PIS students to build the place the tour group is now standing in, pointing out the original
architecture. Patty would often start speaking to visiting students in Hopi without any
preamble, to mimic the experience of newly arrived boarding school students who spoke
no English, or she would assign each of them a new name, in Hopi, that they would be
expected to respond to. Rosalie hands out small cards with facts about PIS and has
students read them out loud [See Figure 6.9]. They want students to reflect on what it
would have been like for them to move to a new place alone that was so different from
their home, to replicate the overwhelming sensations of confusion and stress often felt by
Native students arriving at PIS for the first time.

Figure 6.9: Example card given to author by Rosalie

Conclusion
More than anything, PISVC is about inviting personal connections with Native
American history. When it is open, Rosalie or another community member is usually
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there to greet you and talk about their own experience with PIS. There are never more
than a few groups of people in the gallery at a time, allowing each visitor to have this
more personal one-on-one experience of the center. This is even more true when other
alumni and their descendants visit. They are invited to share their own stories with staff
members, and to make those stories part of the collection on display in the gallery
through recording their stories and donating objects and photos. PISVC is invested in
memorializing the personal lived experiences of students, above any overarching
narrative about the history of Indian education or Indian history. The gallery focuses on
personal anecdotes through sports trophies, newspaper clippings, and student-made art
throughout the whole history of PIS. But even without a strong chronological or thematic
structure, visitors leave with a sense of a thriving community of students and alumni who
persevered through the hardships of the Indian education system of the 20th century rather
than a succinct historical or political narrative. There is little textual discussion of federal
Indian policy or larger events in American history as in the Heard exhibits, except when
those concepts directly impact the school and the students, such as the war memorial or
the photos of Bobby Kennedy’s visit to the school.
This is not to say PISVC is apolitical. It is steeped in an understanding of Indian
policy and history that comes from being designed and run by Native people and
primarily for Native people. The exhibit assumes a certain base knowledge about Native
American experience, as much of their target audience is Native people who have a
connection to PIS. That audience does not need the timeline of political history as many
white and non-Native visitors might. But for non-Native visitors who would benefit from
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that context, Rosalie or another guide is right there to provide it, and to then personalize
that history for them.
The personal narrative aspects of PISVC benefit even more from the physical
location and surroundings of the visitor center. Guides can tell stories and connect them
to the visitor’s physical surroundings and invite alumni to share similar stories: “I took
band classes in this building for three years, I played the French horn” “My uncle’s name
is written on a brick on Memorial Hall” “I remember eating with my dormmates in the
dining hall every day, we felt like a family.” Even though the Heard is only a mile or so
down the road, their exhibit feels less connected to the geography and history of Phoenix
itself. The location and the remaining buildings make the story of PIS more emotionally
affective and present for the visitor. It is well understood in history that on-site learning
experiences, such as at historic sites, are more emotionally affective than classroom
learning and more likely to be remembered by visitors (Rosenzweig and Thelen 2000,
14). Experiences with historic landscapes, architecture, and artifacts, make visitors feel
more connected to the past, both as individuals and as part of a shared historical narrative
(Horton 2000, 5).
Even more, this is a reclamation of a site of colonial harm by Native people and
primarily for native people. It centers Native voices and gives the space descendants have
argued is necessary to begin processes of healing, specifically space for both narratives of
pain and loss but also of successes and hope (White 2018). This allows the museum space
to be an agent of social inclusion and community building, PISVC brings together the
disparate Arizona, and larger Four Corners, Indian community through their connection
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to PIS and this building (S. A. Smith and Foote 2017, 133 Table 1). What was once a
space designed for destroying Indian identity and community ties is now used to
strengthen and celebrate that identity and community through programming and social
organizing.
Rosalie told me a story about how she almost found herself yelling at a young
group of visiting students to be quiet and respect the space but caught herself. Maybe
these were the first children to be that carefree here? She did not want to be a matronly
figure and discipline them like the PIS faculty of the past (R. Talahongva 2019). But at
the same time, this place holds complicated and painful memories for so many that
sometimes may need silent and solemn reflection. It is hard to balance those aspects and
to celebrate the survival and flourishing of today’s Native students, while honoring and
remembering those where were hurt by the system, and those who did not make it.
Maybe that honor does look like joyful children in defiance of a history of colonial
destruction.
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Chapter 7: Conclusion
This project began with questions about how exhibits on boarding school stories
were created and what decisions went into making them. As I investigated these exhibits
and stories, I came to focus more on how they engaged with contemporary scholarship on
boarding school stories and anthropology. For each current exhibit, I interviewed some of
the people involved with the creation and upkeep but could not have spoken to everyone
involved due to the logistical and scale constraints of a master’s thesis. Additionally,
including content about boarding schools from tribal museums and historically-focused
museums would have expanded the perspectives on the subject, but many of these have
been more remote or temporary exhibits, rather than the permanent ones I looked at,
making them harder to visit and analyze.
I understand my archival work on worlds fairs as framing my research on
contemporary exhibits within a larger genealogy of boarding school displays. The display
of boarding school stories for primarily white audiences is not an invention of
contemporary museums; the BIA and others sought to garner support from the public for
a complicated educational policy that felt far off and inconsequential to white city
dwellers in the East. Today, exhibits like the Heard’s are focused on showing their
visitors what has come to be thought of as a “hidden history” for educational benefit, and
often to show the harm done by the policies rather than attract support for them.
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A closer look at world’s fairs exhibits shows that, ultimately these were not
“hidden” histories but rather “forgotten” histories. The public of the 1880s and into the
20th century was aware of boarding schools and their aggressively assimilatory agenda.
They were often covered in popular magazines like Harper’s and news coverage of the
schools, which often highlighted their sports and musical achievements. The assimilatory
agenda was not something to be looked on with shame but rather a program to celebrate,
even as its designers knew it was a destruction of culture (Ludlow 1881; Bloom 1996;
Williams 2019). Schools frequently used images and stories of students to fundraise to
augment government funding, often by playing up stereotypes and assumptions about
Native children. This still happens today with some of the smaller remaining Indian
schools who look to public donors for support (Fitzpatrick and Griffin 2014). These
histories only became hidden after the decline of the major boarding schools, and as the
question of Indian assimilation faded from the public consciousness. Native cultural critic
Paul Chaat Smith (Comanche) has called this “a state religion of amnesia.” He notes that
there is no room for Indians in American history past the founding, that they are only
“inconvenient reminders of a tragic past” and of the violence committed by our ancestors
to build our country (P. C. Smith 2009, 89). Once the American public is not confronted
with Indian faces, on the news or in their lives, they are able, and socially encouraged, to
forget that Native people ever existed beyond Thanksgiving or Westerns.
Today, this history is once again become mainstream with the rediscovery of
mass gravesites at residential schools in Canada and the resulting backlash both there and
in the U.S. This resurgence is resulting in a new level of governmental engagement with
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boarding school history, as led by Secretary Haaland’s new commission to identify and
possibly repatriate thousands of students who attended boarding schools.
The fundamental difference between the two exhibits I have examined is the
audience they are designed for. The Heard Museum is a top tourist destination in
Phoenix, and so has a much larger audience than the smaller and less-well known
Phoenix Indian School Visitor Center. Also, visitors to a traditional art museum such as
the Heard have an idea of what to expect, what they will see and how they should act. A
community-run visitors center may not seem as accessible or open to the average nonNative visitor, despite PISVC being very welcoming.
The Heard employs a narrative format that ties boarding school stories into the
larger narrative of American history that visitors are familiar with. This is done with the
digital timelines and text that link the history of boarding schools to federal policy and
major national events, showing boarding schools as one aspect of the larger colonial
system. Video interviews from prominent Native academics who write about boarding
schools, fit the exhibit into a familiar framework for visitors used to such clips with
experts common in other museums. Many of the academics interviewed also have
personal experiences with boarding schools, whether they are alumni themselves or
descendants of alumni. As such, they speak both to their personal and family experiences
and approach the subject from an academic lens.
In contrast, PISVC focuses on the personal narratives and memories of boarding
school alumni over a broader historical story, they emphasize the emotional experience.
This is a highly personal guided tour of the exhibit. Guides can give the historic and
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background information that is not included in the exhibit, and tailor it to the age and
background of the audience, all while weaving in their own personal stories. Through this
structure, PISVC prioritizes Indigenous understandings of history and colonialism and is
of active use to its own community of survivors and alumni.
Guided tours at the Heard Museum are led by docents, mostly older retired white
people from Phoenix, rather than people from the communities whose stories are on
display. This is true of many major anthropology and art museums, as docents are usually
unpaid volunteer weekday positions, limiting who is able to lead tours. Museums have
recently worked to diversify docent programs by changing these conditions (Pogrebin
2021). The Penn Museum has created the Global Guides program which focuses on
hiring recent immigrants to Philadelphia as guides for the Africa, Central America, and
Ancient Middle East galleries. Guides are trained both on the historical content of the
exhibits, but also how to incorporate their own stories about their home and culture. The
program has been successful, with around a third of visitors taking a Global Guide tour
and the museum is planning to expand the program into their other galleries (Ulaby
2020). Similarly, Holocaust museums have used survivors and descendants as guides as
an act of testimony to personalize the experience for visitors (Witcomb 2013, 260).
Boarding school exhibits often cover traumatic histories like Holocaust exhibits and
personalizing those experiences would be valuable.
An adaptation of this kind of program bringing guides from Native communities
with experiences related to boarding schools into the museum could be a strong addition
to the Heard exhibit. During the planning, the advisory team wanted to emphasize the
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diversity of boarding school stories, not just repeating a death and assimilation narrative;
having community guides could further the idea of a surviving community. No one
exhibit can show every viewpoint or reach every audience, but guided tours would allow
for a more multivocal story. Additionally, this focus on survivance, and continuity of
culture is something Amy Lonetree has spoken to: “decolonizing [museums] must
include narratives that allow for truth telling and for a critical analysis of colonialism and
its ongoing effects. The time for exhibits that merely state ‘we are still here’ through an
emphasis on our contemporary survival is past” (Lonetree 2012, 174).
I suggest that we are on the way to reconceptualizing boarding schools in museum
spaces, as Derrick Brooms has illustrated with slavery in recent museum exhibits (2011).
Brooms suggests that slavery has historically been “symbolic[ly] annihilate[ed]” in
mainstream museums, especially in southern plantation museums which depict slavery
“through the lens of white genteel society” and through this, trivialize and minimize the
horrors of slavery and the experiences of enslaved people (Brooms 2011, 510). This norm
is contrasted with what Brooms labels “black-centered” museums, museums “organized
by, and for, African Americans” (Brooms 2011, 510). He argues that these institutions
reconstruct the narratives of U.S. history to center Black experience and engage with
slavery as part of the continuing inequalities of structural racism; that U.S. history
without these perspectives are fundamentally distorted and lacking. The Black-centered
museums in the study use rhetorical strategies to confront the symbolic annihilation of
slavery through framing slavery through themes of survival, resistance, and achievement
(Brooms 2011, 512). Brooms shows how the exhibits emphasize the physical and
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psychological horrors of slavery for the visitor, while individualizing enslaved people,
showing them as people with agency rather than as property. The exhibits also uplift
cultural and personal achievements by enslaved people, both in terms of rebellion and
resistance and cultural production such as the poems of Phyllis Wheatly and the work of
cabinet maker Thomas Day (Brooms 2011, 520).
I want to suggest that this may also happen with boarding school exhibits, and
possibly Native histories more broadly. I want to be cautious with this comparison,
however. Boarding schools are not the original sin of anti-Native violence as slavery is to
anti-Blackness. Schooling was an aspect of the larger colonial project, and scholars like
Child warn against over emphasizing it within the entire colonial system (Child 2018). A
focus on the violence and suffering of boarding school experiences flattens the narrative
and removes the thousands of students and families who had positive experiences.12
Labeling boarding schools as the source of all contemporary social issues in Indian
Country also ignores other colonial actions by the state, such as land and resource theft
and the larger disenfranchisement of Native people. Of course, I am also wary of
equating Black and Native experiences under white supremacy, each group has
experienced different modes of state violence and has different contemporary situations.

12

See: Boarding School Blues: Revisiting American Indian Educational Experiences eds. Keller et al

2006
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Enslaved people and their descendants are not settlers but have still benefited from
aligning themselves with the state against Native people.13
This said, I still think Brooms’ framework can be helpful for thinking about
boarding school exhbiits. In the last 30 years there have been efforts to personalize the
experiences of Native students by connecting the faces in common boarding school
photographs to names and tribal affiliations, letting us tell individual stories and help
connect descendants with the experiences of their ancestors. Barbra Landis of the
Cumberland County Historical Society is a pioneer in this work. She took it upon herself
to put together a full student roster for Carlisle and to collate biographical information for
each student. Landis started this project in reaction to Carlisle descendants’ requests for
information, realizing there was no organized archive or system where people could
research their families (Landis 2016). Her work has become a model for similar projects
at other institutions and been used in further scholarship about Carlisle. Landis sees her
work as reconnecting families to their histories and celebrating the “respect given by the
relatives, who hold the names in their hearts” (Landis 2016, 103). This same impetus is in
the Heard’s work to provide background information on the photos they use in their
exhibit, and to share it with families. It is even clearer in the approach of PISVC which
centers around descendants and alumni sharing their memories and histories. Each
student named and described emphasizes that student’s survivance and breaks down

13

See: I've Been Here All the While: Black Freedom on Native Land by Alaina E. Roberts 2021, for an
example of this in 19th century Oklahoma under the Dawes Act
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homogenizing effect of some academic research, and the boarding schools themselves
(Williams 2019, 100).
Research has also focused on the resistance and resilience of Native students
while attending boarding schools, and emphasizes the acts of rebellion and protest by
students to disrupt their schooling and push back against assimilatory policy. These
stories are an important aspect of boarding school history because they show Native
students as individuals with agency and opinion, rather than passive subjects of
colonialism (Lomawaima 1994, 164). Scholarship and exhibits have also focused on how
Native people have flourished despite this history of colonialism. Both the Heard and
PISVC exhibits include stories of successful student athletes and musicians, as well as
highlighting the artistic and trade successes of students. PISVC also emphasizes the many
students and alumni who entered military service, interpreting larger American History
events through an Indian lens. The Heard exhibit has special focus on the ways that
boarding schools created the connections and environments that led to pan-Indian activist
movements like AIM and they ways in which boarding schools have been used as tools to
save and re-introduce cultural practice in the second half of the 20th century.
Today, there are still few exhibits that focus exclusively on boarding school
stories. But boarding schools are now a part of the national public conversation about
Native history. We can assume, as Brooms suggests happened with slavery, that this
prominence will bring more exhibits and more popular scholarship on the topic. And that
more of that work will be Native-centered, especially as collaboration with Native people
has become a vital and more common part of museum work.
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In June of 2021, Secretary of the Interior Deb Haaland (Laguna Pueblo), the first
Native cabinet member, announced a new initiative to address the intergenerational
legacy of boarding schools on the Native population of the United States. This step is a
direct response to the discovery of 215 unmarked graves at Kamloops Indian Residential
School in Canada, as discovered by the Tk’emlúps te Secwepemc First Nation. This was
just one of a string of high-profile gravesites on boarding school campuses “discovered”
in the last decade. Haaland’s commission intends to begin the project with a review of
archival materials held by the National Archives and other boarding school records, in
order to identify every boarding school and name each child who attended and their tribal
affiliation (Haaland 2021). Haaland’s next step will be to work with Native nations and
tribal organizations to create a plan and framework for further investigation into burial
sites on school campuses, including protecting sensitive information and the possible
repatriation of ancestors. The project is to be concluded with a review by the Office of
the Solicitor and a final report to in April of 2022.
This is a massive undertaking to be completed on this timeline. Similar projects to
name and identify students such as Barbara Landis’ work at Carlisle, have taken decades
and had much smaller scope (Landis 2016). However, boarding school healing activists
and tribal leaders are optimistic that this is a step towards a larger reconciliation effort by
the federal government. The Native American Boarding School Healing Coalition has
commended Secretary Haaland for the commission. There is worry that this effort will
amount to nothing but “a report that gets filed away” without and real change or
substantial action (President Jonathan Nez quoted in Hauser and Grullon Paz 2021). Also,
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the Interior only has power over the BIA run schools, many Mission and state-run school
descendent communities are wondering if their ancestors will be included in the project,
though the U.S. council of Catholic Bishops has pledged to support the investigation
however they can (Garcia 2021; Zimmermann 2021).
The United States has fallen behind in reckoning with this aspect of its colonial
history, without a major federal push like Canada’s Truth and Reconciliation Committee.
Hopefully this new effort will put boarding school history to the forefront of American
minds and be integrated into American history. Brooms states that museum
representations of slavery diversified with the rise of slavery as a topic in popular culture
and consciousness, I would suggest that the same will happen as boarding schools
become part of our national conversation in the United States (Brooms 2011, 509). There
have been many smaller more multivocal and diverse exhibits about residential schooling
in the years since the TRC brough the topic into the Canadian public consciousness. We
can expect that the same will happen in the United States, hopefully more local, site
specific or tribally specific exhibits will come about, especially utilizing the new body of
research to be compiled by Secretary Haaland’s new commission.
Carlisle descendant Louellyn White, when writing about the possibility of turning
one of the remaining buildings there into a heritage center, emphasizes the importance of
centering descendant’s voices “giving them agency to form their own narrative from their
various perspectives” (White 2018, 139). White recognizes that because of the varied
nature of boarding school experiences, and how those stories were passed on to family
there must be space for descendants to share stories both dark and light and help the
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larger community of survivors and descendants to understand the variety of experience.
To recognize the harms, without sensationalizing stories of trauma, and to uplift the
successes without ignoring the colonial destruction. The narratives descendants tell help
to make sense of the past across generations and understand the impact of colonialism on
their present lives.
There will always be varying interpretations of boarding school stories because
there were varied experiences. The ways we continue to retell those stories, as museums,
as academics, or in the Native community must center the healing of descendants and
survivors by holding a multivocal space for people to share and begin to heal from this
aspect of colonial destruction. The Phoenix Indian School Visitor Center is a model for
this in that it is unstructured and adaptable to different kinds of stories and thus different
kinds of healing. It centers personal stories alongside other programming to uplift and
help present day Native people. The Heard Museum’s exhibits are needed too, the nation
cannot reckon with a history of which we are ignorant, and the Heard’s more accessible
historical narrative is key to moving us forward. Of course, healing and reckoning with
one aspect out of centuries of cultural destruction and death will not end or change the
continuing reality of the United States as a settler colonial nation, but harms must be
recognized and named. Museums can and should use their unique position to bring
boarding schools back into public spaces, but in ways that privilege the needs of
survivors over other audiences.
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Appendix A
List of Interviewees, positions, and affiliations
Name

Date

Affiliation

Position

Janet Cantley

8-22-2019

Heard Museum

Curator for Away from Home

Betty Murphy

ibid

ibid

Librarian

Jewel Clark

Ibid

Ibid

Digital Technologies and Website Manager

Joseph Kolasinski

Ibid

Ibid

Lead Preparator

Patty Talahongva

8-26-2019

Indian Country Today, Original curator of PISVC, also involved in both Heard
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formerly PISVC

exhibits

8-23-2019

PISVC

Curator

Sharah Nieto

8-27-2019

Heard Museum

Director of Education

K. Tsianina

8-29-2019

Arizona State

Professor, on advisory committee for both Heard exhibits

Rosalie
Talahongva

Lomawaima

University

Appendix B
An incomplete list of U.S. exhibits about boarding school histories, includes every exhibit I came across in my research and could
verify. I limited the list to exhibits that were primarily about boarding schools, not exhibits that included one or two panels or photos
about the subject. I included exhibits at museums, tribal centers, historic sites, and galleries.
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Exhibit Title

Museum &
Location

Dates

Single School
or General

Website

Notes

To Lead and
Serve

Hampton
Institute,
VA

Single School,
onsite

https://www.discoveryvirginia.org/islandora/o

Also shown at George Mason University Library 10/1/90-

bject/islandora%3A10569

10/19/90

One House, One
Voice, One
heart

Santa Fe
Indian
School

9/15/1989
10/22/198
9
1990

Singles School,
onsite

Based on student run oral history project, Became NEH traveling
exhibit 1990-1995 (Museum of Indian Arts and Culture, Haskell,
Zuni Pueblo Cultural Center, Southwest Museum, Philbrook
Museum of Art, Anasazi Heritage Center, Field Museum)

Genoa Indian
School Museum

Genoa, NE

1990
onward

Single School,
onsite

https://genoaindianschoolmuseum.org/

Run by Genoa U.S. Indian School Foundation. Includes an
interpretive center in the old Manual Training building. Volunteer
run, open on weekends and by appointment. Holds reunions and
remembrance events.

Pipestone
Indian School
Superintendent’
s House

Pipestone,
MN

Stewart Indian
School

Carson
City, NE

?

?

https://www.nps.gov/nr/travel/pipestone/sup.ht

Built by the CCC Indian division. The building is still there and a

m

part of the NPS site but does not seem to be historically/culturally
interpreted.

12/9/19present

Single School,
onsite

https://stewartindianschool.com/museum/

Permanent exhibit on school with an additional rotating gallery
space. There is also an audio walking tour around campus.
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Remembering
Our Indian
School Days:
The Boarding
School
Experience
Phoenix Indian
School Visitors
Center

Heard
Museum,
Phoenix,
AZ

20002019

Phoenix,
AZ

2017
onward

Away from
Home:
American
Indian
Boarding
School Stories
Debwewin
Truth: The Mt.
Pleasant Indian
Industrial
Boarding
School
Experience

Heard
Museum,
Phoenix,
AZ

2019
onward

Ziibwing
Cultural
Center, Mt.
Pleasant,
MI

3/14/2014
9/30/2014

Comprehensive
e

https://heard.org/boardingschool/roisd/

Intended to be a 3-year temporary exhibit, but there was such
strong reaction that they kept it 19 years. During that time Native
visitorship doubled.

Single School,
onsite

https://www.facebook.com/PISLP/

Run by PIS Alumni and centers student experiences. The Space is
also used as a community center for events.

Comprehensive

https://heard.org/boardingschool/

Intended to update original exhibit’s scholarship with new ideas.
Also, an NEH traveling exhibit.

Single School,
Offsite

http://www.sagchip.org/ziibiwing/

Included archaeological material from school site. Possibly also
traveled. Tribe now owns Mt. Pleasant Site with 7 buildings and
planning a new center there.
(https://www.secondwavemedia.com/epicenter/features/mtplindian-indboardingschool.aspx)

PISVC @
Heritage SQ

Heritage
Square,
Phoenix,
AZ

9/25/2015
12/31/201
5

Single School,
Offsite

Haskell
Cultural Center
and Museum

Haskell, KS

Ongoing

Single School,
Onsite

Sherman Indian
School Museum

Riverside,
CA

https://heritagesquarephx.org/previous-

Temporary exhibit using material from PISVC and Heard while

exhibits/

Heard exhibit was closed and before PISVC opened.

https://www.haskell.edu/cultural-center/

Exhibit on history of school, emphasizing sports and student's
military careers. Staffed by Haskell students.

1974
onward

Single School,
onsite

https://www.shermanindian.org/museum/

Open by appointment for individual and group tours. Collection
documents the history of the Perris Indian School, Sherman
Institute, and Sherman Indian High School. Houses school
archives open for research by appointment and available online.
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The Heritage
Center at Red
Cloud Indian
School
Outside the
Homeland: The
Intermountain
Indian School

Shan Goshorn:
Resisting the
Mission

Pine Ridge,
SD

Box Elder
Museum of
Natural
History,
Brigham
City, UT
Trout
Gallery,
Dickenson
College,
Carlisle PA

1982
onward

Single School,
Onsite

https://www.redcloudschool.org/page.aspx?pid

Not specifically about Boarding School, mostly tribal history but

=393

is at the school.

Spring
2012, now
Online

Single School,
Offsite

http://exhibits.boxeldermuseum.org/exhibits/sh

Result of Oral history project, also walking tour

ow/intermoutain-indian-school

(https://tours.brighamcityhistory.org/tours/show/2)

September
7, 2018, February
2, 2019

Contemporary
art about
boarding
schools,
emphasizing
Carlisle

https://web.archive.org/web/20200204142640/

For Centenary of school closing

http://www.troutgallery.org/exhibitions/past/2
018-2019/

